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'tutroduction
Public education, at all levels, is

currently under scrutiny by a wide vari-
ety of people and groups both within
and outside education. Taxpayers and
public, officials are raising set ious ques-
tions about the qUality and usefulness
of the public schools. And the consum-
ers students and parents --4- also are
questioning the system for IA relevance,
its abilities to respond to a myriad of
educational and_educationally related
issues, and at the e time, for its ca-satin
pacity to develop the dividual.

Some say these examination5. reflect
a growing lack of faith on the part of
Americans in the :slue of public educe-,
tion. I do not believe it is that at all.
Rather; it is a questioning of the effec-
tiveness, the effi , and, increasing-
ly, the hu ness processes and
systems of public schooli . I -i-

At the same time, over the last dec-
ade there has - been much activity. t e-
velop remedies to improve the conditi n

-of -public education.. The years ha e
brought forth Massive federal eff ,

substantial foundation ts, ell
as increased efforts At star local
levels.- Much of the effort as been

'keyed towards the instru nts of in-
struction, the curriculum, to the
training and development of teachers.
This is all to the good, and I woulcihopi
it continues.

One are -of need&:1 reform-that has
had relatively less attention and effort
is' that of trainingileadership for -the
schools, especiallyAeadership at the
lever of. the principalship and related

I .positions.
We, at the Fofil Foundation, . were

therefore pleased' *hen Dr. Donald ...P.
-4 Mitchell and his (*leagues at the Acad-

'emy for EducatiOnal Development ap-
proached us *it plans to investigate
educational leaders hip, especially that
of training school prindpals. We agreed
with them thAi here was a significant
area of train* for educational leader-
ship that had not beeti sufficiently 'in,

vesrigated, particularly with respect to.
the \matters of supply and- demand,
costs, as well as to the nature of the
training itself. We Iso agreed with Dr.
Mitchelrthat a stu of this area needed
to have the c6ope tion of a variety of
i-Nutions and a ncies if the neces-
sarykdata were td compiled and an-
alyzed. Fortunately, the necessary co-
operation was found; we join the Acad-
emy in thanking all those who partici-
pated. .

The results of Dr. \Mitchell's work
over the course of a year follow this in-
troduction. The work reflects the sin-
cerity and objectivity df the author,
Donald Mitchell, who has long labored
on 'the frontiers of training and publid

. pillicy reforth for edUcation. Hi§, port
.offers much food foc thought. F r that
-we are grateful. More importan y, we
can be grateful for the issues and ques-
tions hard and fundamental ---,
which this stucry raises, especially those
that relate the upgrading and improve-
ment of public schools and their leader-
ship to present leadership training ap-
proaches.

Whether or not one agrees with the ,
suggestions offered by Donald Mitchell
regarding a new and Direct intervention,
(with its "national perspective") into
the lives of those presently holding
leadership positions is not the issue:
Readers are encouraged to dravi their"
own conclusions about his proposals'.
But; regardless of one's views about
'them, there is no question that Donald
Mitchell- -has provided educators and
policy-makers"- facts and figures that.
cannot, be denied and with a series of
analyses that show simultaneously the ,

dimension of both a lifgeMiriiitnifi-
cant problem and an opportunity est
well. I urge that this reportbe seriously
read and studied. . ....

EDWARD J. MEADE, JR.
The Ford Foundation
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1Vite,All
KnowThere:is
aGreat
Deal Wrong

.
"The world alters awe walk on it,"

Robert Oppenheimer said. Everything
nailed down has come loose. It i$ impos-
sible to exaggerate the extent and rate
of Change 'involved in modernization.
.We are, all aware of.' it, because in this
a of mass communications that are
themselves the result and further cause
of change; the menage flashes around
the globe in sound, pictures, and print.

Yet even as societies, for the first
,time in !finnan history, 'find that they
have or can one day, expect to have the
machinery to place Within rehch of all
People enough food, shelter, and ciciiip
ing, and free public educatipn as well,
the malaise that modern technology has
brought with it seems to threaten the
working of that machinery in the United
Statts. Here, in the country where a
contagious dream of a good life for all
citizens shaped a definitive revolution,

4

we are finding that The benefits of that
technology which promises even now
to make the dream possible are nearly
overwhelmed by,the problems attendant
on 'technological growth..

The sheer power, of our productivity
.and military strength, and their capacity
for destruction of the environment and
the human will, has overshadowed our
sense of purpose as a people. Fearful
of becoming the servant of a -con-
scienceless technology, we seek a new
sense of proportion among the intellec-
tual, physical, emotional, social, aes-
thetic, and spiritual aspects of life. Our
need is reflected in -the search for a
sense of communitf and leadership at
all levels of national life. And (nowhere
is the need greater, the search niore im-
portant, than in the United States' fal-
tering public school system. Here,
where the future is shaped, the nation

a*
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is in deep trouble. We all know it. We
know thattheri is a great deal wrong,in
the schools. ,

What is the source, the form, and the
size pf the trouble in the American pub-
lie chool system?

How do we restore the sense of com-
- munity we once had `in our classrooms?

Where do we find and how
strengthen the leaders we n in our
schools?

As authors of thii report wt have
spent a year in close examination of the
A 'can publie school system and its
1 hip. and. are' freshly -aware that

questions have no easy answers:
We have reached a conclusion and de-
vised a proposal addressed to the third
question. That is the substance of this
'report. 4iut before it can be presented,
it is necessary, in our opinion, to review
the situation, considering the -first two

r

I

questions in relation. to*what we see as
the central consideration of the searth
for leadeiship. :

Let us again look at what is wrong.

Sonic and Extent of
the'School Problem

The larger troubles of, American so-
ciety are reflected in our schools. They
have, in, fact, overwhelmed the schools.'
There has been a tendency to-blame fife
sCliooli for all of our ills. For example,
introducing a series of articles cfn edu-
cation in November, 1971 ;the Chicago
Daily News said:

In Chicagoai in other big cities job-
less rolls grow, crime increases, and the
cost -of welfiri,soars. And at the heart of
this404,1ble is the failufe of our schools.
Wnatife spent billions in taxes trying to
improve the quality of education, yet our
schools slip farther behind and turn out
thousands of youngsters who:can barely
read.

4
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But thl Problems of 'our society and
our schools were not created by the
school. What' as actually happened is
that we have placed new and heavier
burdens 9n oursystem of public educal

The mission of Ameriban schools
has changed. Infieory, we have always
believed incievelbping.thecIiild-leihis But education of-the disadvantaged

difficulties. The 1966ftillesf ability. But social goal's fqr the presents critical
study conducted by Jaines:S. Colemanseliools have broadened immeasurablf:

More and More; public schools have of Johns Hopkins. University for the

been called 'on to. play the role of sub- U. S. Office of Education,
)
Equality of

came tostituteparents (a role formerly reserved Educational Opportunity,
some disturbing conclusions, within large part for private schools): Some-
which. educators and public officialsthing had*to be done with the kids, the

.... .be wrestling fcir a long time: Thedrofouts,-sverYbody. The schools were
Coleman- Report indipated that. minor-

cies
to 'hake up for the deficient

ity children entered the first grade at acies of parents and society general
level of. scholastic

school to enter the fork force. In the
last half of the 1960's, the schools be-
gan to recognize, belatedly, the' need to
encourage similar goals of economic
self-sufficienqi among the children of
disadvantaged, largely nonwhite minor-
ities and to t* to provide special help
for them. .

Educators have been called on.to solve rscernr y

all the problems nobody else quite readiness than diet
peers d. rknows what to do al;out. Thi; change
thereaf so

that they
that by thhas come abolt natttrally because pub-

lic schools are. accountable to the so-
ciety, through boards of edueatiqg and
can thereforibe made to pliy any r
assigned to them by tl* society. Teach-
ersAaeting as custodians, are thus held
resnsible for the behavior of chil-
iirenteir wards andfor much, much
more than their behavior: Whereas/en
earlier times much- if not most training

solute and 'relative terms. (There are(technical and. pro iopal) was .re-
now as many Students in U. S. collegescei4d on the job, economic survival in

a highly developed industrialiied as there were in else schools- twenty.
-mini, years ago.) The Uhited States is try-ciety depends heavily on a certain

schooling:mum of formal schooling: to educate' more people than any
other nation with the exception of pos- ,

cy Uniil the early 1960', American sibly the Soviet Union. In 1970, some
publiaschooli acted 45 mating out agen- 45.5 , millipn 'young people, attended.
cies, tin which tuiddle4gass children, public schools, and regardless of their

'predominantly white, And already con- mood, their color, and other distinguish-
ditioned by the goals of home" and so-' ing chaiacteristics,, the system, had 'to
ciety to become economically self-ssif- . provide for their housing, in most
&lent , through the Performance of stances a part,of their feeding, and their. ,.
certain tasks, were helped to identify 'education-By any standaid; this is a
and prepare for those, tasks to 4vhich big operation. Fecty-fivesindalialf mil-
they were suited. "Outstanding" young- lion-people is than die total pope-

- sters were selected for.higher educatiiii lation of three-fotirths of tienutions on
- _and others were encouraged to leave earth, it. is almost twenty times the sizs

s

. 6

hite, middle-clgss
tided each year

eighth grade
they were relatively further behind than
they had been in the, first: The schools .

have been called upon to remedy this
tuation.

ingly, upWard social mobility
takes t e form of giving children more
education than their parents. Today,
the public schools are enrolling more
youngsters thaii ever before in both ab-
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of the armed forces of the United States.
.As the social legislation of the 1960's

generated expectations.for broader ed-
ueattonal opportunities, it e fash-
lonble to damn th ools without
asking whether society was requiring

.them to perform new functions. Yet,
addition to overcoming the severe,
specifically . educational handicaps of
minority children, even as poverty, un-
employment, restjictive hiring prac-
tices, bad housing, and 'poor medical;
care reinforced their poor school per-
formance, the schools were also being
charged with changing racial attitudes
and correcting a, wide range' of social
deficiencies. Education was confused
with social engineering.

John I. Goodlad, Dean of the UCLA
Graduate School"; r-of -Education, at-
tacked this tendency to demand too
much of the schools in 'an address,
"Who Should 13.eln Charge: What De-
cisions, by Whom" given .at Linton
High School in-Schenectady, NeW yOrk
on April 27, 1970.3 He said: ,

If you want to really eliminate um:
employment. -you create jobs. If'you want
to really eliminate the slums, yoaclear,up
the shims, but you don't hold'education
responsible for getting it done.... Because.
education is a long-term answer to man-
kind'sproblems and not a short-term one,
wenust very carefully, at alnevels of edu-
cational -decision making, differentiate
betweeA what education can do in the long
run Mid what httfnalf engineering can (loin
the Short run.

But what of the acknowledged re-
sponsibility of the Schools to help chil-
dren learn? in this basic area, they,are

. too often clearly failing. Too many chil-
dren are tbeintturned off froW the, ae-
sire to learn. They -feel oppressed by
their classroom experiences. In iticreas-
innumbers, parents and children alike
are asking that the schools stop confus-
ing grade achievement with education
It now appeats beycincr argument that
age-grouping, teacher - centered instruc-
thin, and compulsion are not getting

-
4

the job' done. All this has been pointed
out by John Holt; George Dennison,
Joseph Featherstone, and manyiothers.

Charles Silberman in his Carnegie
Foundation-supported study,. Crisis in
the Classrooin, Wrote:

It is not possible to spend any prolonged -
period 'visiting public school classrooms.
without being appalled by the mutilation
visible everywhere--mutilation of spon-
taneity, of joy in learning, in pleasure of
creating,- of sense of self. The public
schoolsthose *killers of the dream,' to
appropriate a phrase of Lillian Smith's
are the kind of institution one cannot real,
ty dislike until one glts to Wow them well.
Because adults take the school so much
for granted, they fail to appreciate what
grim, joyless places most American
schools are, how oppresive and _petty are
the rules by which they ate governed how
intellectually' sterile and esthetically' bar-
ren the atmosphere, what an appalling Pack
of civility obtains on the part of teachers
and principals, what contempt they un-
consciously 'display f' 7 children as chil-
dren.'

Even casual journalistic commen-
-
-tators have uniformly found much to
criticize in the American classroom.
The English writer, Anthony Burgess,
in a Noveinber 7, 1971, article for the
New York Times Magazine entitled "Is
America 'Falling Apart?" told of his
own.experience as a.parent living in the
United States:

It would be supererogatory for me to
list those areas in which thoughtful Ameri.
cans feel that ckllap,se is coming. It is
enough for me to c5iicentrate on what, dur-
ing my New Jersey stay, impinged on my
own life. Education, for instante, lime. I
have a six-year-old On to be brought up.
America has always despised its teachers,
and, as a consequence; it has been granted

'the teachers it-deserves., The quality of
first -grade education that inrorkeceived,
in a New Jersey towilmoted far the excel-
lence of its public schools, could not, I

. suppose, be faulted-on the level of dogged
conscientiousness. The principal had read
all the right pedagogic books, and was
ready to quote these in the footnotes to his
'circular exhortation to parents. The teach-
ers worked ritidly from approved -1.g-

.4
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idly' programed primers, ensuring that
school textbook publication remains the
big business it is. But there seemed to be
no spark, no daring, no madness, no readi-
ness to engage the individual child's mind
as anything other than raw material for
statistical reductions.5

Where 'does the fault for this failure
lie? In the April, 1970, issue of Ameri-
can- Education, Keith Goldhammer
and Gerald L. Becker, writing on the
basis of a University of Oregon study;
said:

There appears to be considerable pub-
lic apathy toward elementary education. It
is hard to believe that a society that really
treasures the elementary schools as educa-
tional institutions of vital concern in help-
ing young people grow to maturity and
live effective lives would neglect its
schools as much as they obviously have
been. Sometimes we felt as we visited
schools across the country that the people
really didn't want elementary schools to
be educational institutions; they seemed
happy to have them serve as glorified baby-
sitting operations.6
I After visiting some 2e0 clisSrooms
in 100 elementary schools in thirteerr.
states, John Goodlad concluded that
the schools are "anyihing but the 'pal-
aces'-of an affluegt society." On the con-

N4rary, they look "more like the-artifacts
of a society that did not really care
about its schools, a society' that ex-

*pressed its disregard by creating schools
less suited to human habitation than its
prisons."7

Still, it is not all a matter of-public
apathy. Expenditures for education
have increased rapidly. In 1949, public
school spending comprised 2.3 percent
of the gross national product. In 1967.,
it was 4 percent.8 But schools today,
both public and nonpublic, face a' fi-
nancial crisis bordering on Chaos. There
is an acute peed fOr reform in school
financing, especially in the cities, in-
creasingly bset by demands for public
services of all kinds, where some 65
percent of the total budgets go to non-
educational purposes; leaving 35 per-
cent for the schools, according to the

8

U. S. Office of Education.' In the sub-
urbs, the situation is precisely the re-
verse. The costs of education in the in-
ner cities are appreciably higher than
in suburban and rural'areas. Because of
the continuing drift of rural and other
poor people to metropolitan areas in..
search of jobs, city schoolS are called
on to deal with a high proportion of
ydungsters who bring with them a bur-
den of disadvantages that re e spe-
cial effort and more eostl on al
approaches.

Not only are there extra Costs con-
nected with providinn, special kinds of,
schooling, for disadvantaged children
or thoSe for whom English is a second
language, but there are the costs of pro-)
viding tbr the physically handicapped,
especially the blind and the deaf. The
'recent study "Future Directions for
School Financing --A Response to De-
mands for .Fiscal Equity in American
Education" by the National Education-
al Finance Project, 1971, funded by
U.S. Departmentpf Health, Education
and Welfare, shows that given the pres-
ent ways of education, it 'costs 3:25
times more to educate a physically
handicapped Child as to educate a reg-
ular elementary student.19 The need
for reform' of a system that spends in-
%tersely to need is obvious.

There ate-extremes in the per pupil'
, expenditures frqm district to district

that tend tobe inverselylelated to edu-
cational need. Within the states; one
finds per pupil expenditures in the rich-
er districts anywhere from two to five
times greater 'than in the poorer dis-
'lido r These differences, which create
serious inequitieiin educational oppor-
tunity, are a natural outcome of a sys-
tern whereby the states create school
districts of widely varying taxable prop-
erty wealth per pupil and permit these
variations to affect the level of spending
in each district.

In 1971, this system was the focus of
hearings held bythe Senate Select Corn-
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mittee on Equal Educational Oppor-
tunity. Professor John Coone, of the
University +of _California Law School,
told the Committee:

The degree to)Nvhich district spending
per pupa is affected differs from State
to State. The magnitude' of difference
within the typical northern. industrial state
with its clusters of extreme wealth and
poverty can be staggering. In California,
the range of spending Tor, elementary
schools extends from about $450 to sev-
eral thousands of dollars per.child. The
rates, of course, arc related inversely.
While a district like Baldwin Park taxes
itself at 5.26 percent" per hwndred dollars
of assessed valuation, nearby Beverly
Hills carries a rate of only 2.313. percent.
Meanwhile Beverly Hills spends per pupil
at well over twice' the level Of The poorer
tlistricts.'2 . .
On icttgust 30, 1971, the system was
held unconstitutional by the California
Supreme Court in its decision in the
case of Serrano vs. Priest(

A U. S. Office of Education study
made public on January .16, 1,972, re-

,vealed that a Majority of the nation's
big-city school systems receive a pro-
portionately smaller share of state edu-
cation funds than their suburban or ru-
ral counterparts: The study also found
that while-..65 percent of all big-city
school systems were able to raise more,
on a per -pupil basis, than the statewide
average from local ,sources, the low
level of state support_ sually resulted in
,otal per-pupil revenues below the state-
wide average. St. Louis, for example,
received $182 per pupil from the state,
or $55 less than the state average, white
the local schdof system provided $10
more per pupil than the state average...
Total reventic-amounted to 'S7;,5tper
.pupil, which was $42 lessthan t& state
average, dccording to the study con-
ducted by OE's National Cehter ;for
Ed .cational Statistics.13

The financial ,ability and. propirty,
tax efforts of '25'-big-city. systems for
which data were available were also
analyzed by the U. S. ,Office of Educa-

f
.11

tiOn. Using an adjusted assessed prop-
erty valuation as the indicator of finan-
cial ability, USOE found that 64 per-
cent of the bigcity,systems had assessed
valuatipns higher than thp statewide

. average. In addition,- 36 percent sup-
ported a tax .rate that -ws. higher than.
the state wide average, 24 percent sup-
ported a below-average .tax rate, and
40 percent' supported a rateapproxi-
mately equal to the average.'
. The Federal influence on local school
finance was fdund by the UWE in-
vestigatorie to be mixed: funds dis-

-tributed under provisions of the Ele-
mentary and Secondaw Education Act
apparently favored the 87 big - city's
school systems, with 63 percent receiv-
ing more than the statewide average.
HOwever, the effect pk other federal
programs diluted the ipact of ESEA
revenues, so that 51,percent of big-city
systems received less than the statewide
average for all federal funds."

U. S. Commissioner of Education -
Sidney P. Mariana, Jr., commenting on
the study, said that

In view of the'evident financial plight
of many urban schools, the inequities of
current state school aid-practices which
this 'study reveal make it imperative for
each state to reassess its school' finance
procedures to determine how 'girl)/ its ed-
ucation dollars ate being distributed. Al-
though we in the Federal Government are
in the

'aid
of re-examining Fefieral

school aid practices, the -majorNivie of
local school revenues will continue to
come from State and local resour&S.' 5

.The Select Committee on Equal Ed-
ucational Opportunity of the U. S. Sen-
,ate brought out some of the-disparities
existing among the states as wellfus'
within them. Three or four deddes ago
the -wealthiest states-iuvessed mote than
six times,as much money in education
as the poorest. The ratio has improved
somewhat, the U. S. Commissioner of
Education told the National Associa-
tion of State Boards of Education at /44'
Atlanta, Georgia, on October 12,.1971.
7

C) 9
/



--\

"It is now a little less than three to otke,"
he said, "and can be expected to dimin-
ish as the years go On." But notwith-
standing Commissioner Mar land's pro-
fessional optimism, there are still in-
equities. James Guthrie; from the Uni-.
versity of California at Berkeley, in-
testimony before the Senate Committee
on Equal Educational Opportunity de-
scribed them this war

with its constant shifting and resettle-
ment of people, thelrue neighborhood
school is something of a myth.

Rampant and widespivad criticism
has prompted many suggestions for re-
'form and has resulted in programs rang-
ing from Title I Of the Elementary aild
Secondary Education Act intended to
provide special assistance to disadvan-

.4aged children to the contracting out of
public school programs to private busi-
ness firms.

Basing their proposals on the convic-
tion that unwieldly organizational dr-
rapgemems have stifled creativity, im-
agination, and drive, some educators
have saggested the need for "self-,
destruct- organizations;V ,autqtiornons
modulefof talent khat. would, be mobi-
lized for specific' jobs and then disman-
tled. Decision - malting by computer has
attracted some, while others have sug;
gested tbe application of group process
techniques as a means to help create a

more open sensitive working environ-

- One of our principal educational in-
equities occurs as'a consequence of a child
having tne misfortune to reside in a rela-
tively poor ,state. The' disparity in re-
sources spent on children.ln low wealth
states, compared to those hi high wealth
states, is well known.., . ., such discrep-
ancies are not simpty a consequence of
neglect or lack of, concern on the part. of
the inhabitants of low 'expenditure states.
On the contrary. iri !DK Mississipftilesi-
-dents taxed themselves at a rate equal to
4.42 percent of their personal income. De-
spite thii levekkif effort they were able"to
generate an average of only $462'Per pu-
pil. By contrail New. York state residents
made slightly less effort (4.26 percent)
and raised $1.036 per puoil in the proc-
ess.16

Suitschallenging ttie system of pub-
lic school financing are pending in some
half a dpi states and are expected to
be filed in at ledst 20 more following
the decision -in. Seriano vs. Priest, The
Tesults,:if they f011ow tiCalifornia pates
tern, could be dramatic. a .

The Search fol.-Alternatives

youlffcbc, better if tht Federal Gov-
---ernment took 'over the whole public

school operation? Few among-Us would
gq along with that idea. Conyersely, it
is often suggested thatNeducatioRal, di-
rection of each neighborhood bturned
over to parents. But this would deprive
the, disadvantaged of the help and in:.

' terest of more affluent neigAborhoods,
,and, more basically, there are fewcom-
munities sufficiently stable to inainkain
the continuity of direction necessary

' for successful schools. In our society,
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Alternatives to forMal schooling such
as the Job Corps and street academies
have sprung -up all around us. It Itas
even been sugosteclihat :if we are, un-
willing to:face the meaning of our hu-,

perhaps the schools should col-
lapse entirely- to be replaced by other.
learning techniques that will recognize
the needs of people. "Universal eduC,a-
tion through, schooling is not Teasible,",
fit clares Ivan Illich.'7 Mich, who has
been proclaimed as the central figure in
the entire'school-reform debate wiihin
the Western Worldvses education as a
"vehicle for social criticism. But he aims
with accuracy. at ,unquestioned weak-.
nesses in bur system..In his book &-
schooling'Society, he wrote:

In the United States per capita costs of 0
schooling have risen almog as fast as the_.--
cost .of medical treatment:. . putin-
creased tre ent by both doctprs and
teachers has wn sWadily decliningire-
sults. . i crease in educational ex-

r



penditures has proituced, even stranger re-
sults; otherwise President Nixon cquld not
have been moved .this spring to ,pirise
that every child shall3o4n have the -'right
to read' before leasing School.. . . The
United States. which sprint nearly eighty
billion dollars. in I /694'otdefense in-
chiding its deployment Vietnam, is ob-
vously too poor to pnovta.i e. equal school=
ing.18 '

The authorsNof this report ,believe.
that current` criticisms of the schools
should properly lead toward school re-
form, not rejection of schools and
schooling as such. The current reform
movement began partly with the con-
cern about national defense,* crime,
and social disorder and intertwined with
the thrust for civil righti. Various
grains and contradictionsIfetween
tegration and decentralization, be-
tween radical changes in teaching tech-

- -niques-and-community involvement
have' splintered the movement. But the
basic fact, as wesee it, is that children,.
will continue' to spend their days in
school.

Today there is a tide, a small but
hopeful movement toward a rejuvena-
tion of education centered a .tiotiad the
Child himself and his needs. One indica-
tion of change issthe adoption by sorae
schools of the "open" classroom teach-
ing method. Open classroom methods
had their start in nursery schools in En-

.
gland and Americawith roots in
Montaigne, Rousseau, Pestalozzi, Froe-
bal,'Montessori, Dewey and direct guid-
ance from developmental psychologists
Jean Piaget, Susan and Nathan Isaacs,
and Jerome Bruner. The idea that a
child's natural drive to learn flourishes
-best in an ir.fo'rmal, subtly controlled
Classroom rich in.things to do is being
put to the test in a few schools. in the
United States now. In some, these new
methods have beerl carefully developed.
In others, they have ,L.en.put together.

* National Defense EducatiOn Act (NDEA)
of 1958 placed emphasis on s(cience and,maehe-
matics to buttress U. S. defense in race with
Russia.
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too hastily by school administrators
looking for shortcuts to quality'educa-
tion or by parents running "free"
schools to rescue theii children from '
the deadening effects of public'-
classrooms.

,Even in education, the pace of
.change has accelerated somewhat in re,-
cent years, but there is always a lag be-
tween the time new ideas are aired and
adopted widely by schools or other in-
stitutions. Studies Have shown that our
educational, practiFes change more
slowly than those of our farms, our
doctors, our. industries. There is no
danger that the public school systems
will move400 fast. School officials usu-
ally handle new ideas with extreme cau;
tion.

The System and
the PeOle in Charge

.....Since the end of World War II, great
attertu'on- as been foOused on the pub-
lic school sys d the people in-
volved. Critics and su ters alike
have put forth proposals and is
to the local districts, itates, and the
U. S. Congress. Professional associa-
tions have called for such measures as
expanded libraries, more counselors,
better procedures. There have' been -.,

widespread efforts to improve .Science
curriculum materials, train science
teachers through institutes, ungrade the
schools, and introduce.new and varied
staffing patterns. But little, if any anal- 4
ysis has been made of the system itself,
how it works, and how it' could be
changed for the better. Little. attention
has been -paid -to the actual people in

,charge of the operation.*
During the past year, we have taken

a look at the generally overlooked lead-

* For a discussion of this see Daniel E. Grif-
fiths, "Administrative Theory." and Russell
Gregg, "Preparation of Administrators." En-
cyclopedia of Educational Research. Fourth Edi-
tion, London: MacMillan Co., 1969, pp. 17-23
and rip. 993-1002.
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ers in pbblic cuucation;and
examir .vailable data on 'them,
and the system in which they function.,

'Our idea was to find out what was ac-
tually happening in the American
school system and then, on the basis of
the facts,. to make 'suggestions about
ways to better equip the leaders to meet
the thaanges they face.

The vast, locally-based system with
ip highly diversified functions operated
during the 1970 school year at a cost
of about 42.4 billion dollars, to Provide
educati foi some ,45.5 million pu-
pils. (Of t operating costs,, 51.8 per-
cent is fin. ced. by the local districts,
40.9 percent by the states and 7.2 per-
cent by the federal government.}19 The
differences within itbetween urban
and rural schools,,_tlie modern school
building and the onizioom school-4
house, the integrated, the suburban;

. r, and the ghetto schbolare profound.
The complexity of the operation is sug-
gested by the fact. th1t it encompasses
17,200 school districts Spread across
a Continental span of some 5,000 miles'
embracing large urban centers, moun-,
tain ranges, prairies, and deserts, and
serving a people of diverse colors, re-
ligions, and cultural backgrounds. The
'schools, are as diviikifisd as the land it-.
self. .

In some of the leasteopyloted states,
there are more school districts than
there are in pertain densely populated
states. The entire state of Hawaii is a
single school district. New York City,
which is a single district; has .as many
children attending ,chools as the 759
districts in the 'Test of the state." About
half of the' ondary ,schools are
cated in area.; ribed as small towns
with populationk of 5,000 or leas, or in
rural areas. Only 11 percent of the high
schools are located in oities with more
than 250,000 inhabitants. More than
30' percpnt of the total enrollment is
concentrated in 192 school, systems
with enrollments of 25,000 Or more,
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according to National Education As-
sociation figures for 1970, while at the

= opposite extreme, about 32 percent of
all operating systems had enrollments
of fewer than .300 pupils and these
5,435 'systems accounted for only 1.5
percent of thetota1.21.

Surpingly, the, larger number of
Americair high schools are small. This
is indicated by the'fact that something
over one-third of-the principals served
schools with fewer_ than 250 students.
Less than 20 percent 'of,the secondary

hoels have as many as 1,000 stu-
dents.22

pite its great diversity, the enor-
s 'complex that is the A,merican

sc 1 system has one thing in corn-
mo That is the method. of manage-
men Operating through the 17,200
sch'ogi districts supervised by the states
and ai by some 2,000 institutions 8f
higher education, ihas at thelocaaiS-----
trict level, a relatively srcall number of
people who administer it.

The titular head of each system is the
school superintendent. He/ functions
with the help of various assistants in his
office. At the school-house door Stands
the principal. He, too, may have as-
sistants. Floating somewhere in between
are various supervisors, coordinators,
directors, and other administrative and
technital.personnel.

Professional personnel employed by
the system.for the.school year 1970-71
totaled 2,302;212; with teachers com-
rising 88.4 percent or 2,034,518 of
the total. An estimated, 65,306 profes-
sional employees manned the. central
offices of .the public schools. Of these,

- 21,857 were superintendents, associate
and assistant superintendents, or their
assistants. Only 4 percent of the total
profyiional personnel were principals
or assistant principals: These totaled
93,58, of Which 70,259 were super-
vising principals. The renIgning,per-

, somiel included some 30,750 librarians,
about 39,350 counselors, phis spe-
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cialized employees such as social work-
ers, psychologists, and nurses.24

Many reformers have placed the
blame for the deadening effects of the
education bureaucracy on the teachers.
But teachers do not run the schools.
The principals are both the de facto and
de jure managers of the entire enter-
prise. The system of public education
is such a large operation that it is, ex-
tremely difficult to fasten on a point of
entry to attain improvement. But stand-

s ing as he does at the school-house door,
the principal is easily identifiable as the
ke determiner of climate in the school.

Lar e sums of money have been
spent to revise the curriculum, change
the organization, construct new kinks
of school housing, encourage .commu-
pity controlto name.a few innova-

. tions. Iii each instance in our opinion,
-the key figurethe school p-incipal
has been overlooked; Kurt Lewin had
a name for these individuals who link
interpersonal , communications net-
works to something "outside"; he
called them gatekeepers. 24 It is the
*principal who can make something
work or frustrate it.

A recent study of the NeW-York City
schools by an independent nonschool
agency came to this conclusion; .

GOosd education, like any other Service,
needs adequate funding. The appropriate
question is not hbw much expenditures
will be,increased, but to which inputs
monies will be directed. In a sample group
of 14 Btack1Puerto Rican schools, each
principal was interviewed to see if his at-
titudes .about the roles .of administrative
and teaching staffs correlated in any way
with the improvements in reading. A
"School Quality Index" was-derived, and
seems to explain 74 percent of variation
in 'reading score' improvement in the sam-
ple.

Significant improvements in reading
skills were associated with a principal's
belief that he hula competent profession-
al staff in the fourth and fifth graddre-
spected his teachers' *aides worklhg,
classroom and used them.extensively,

,meaningful parent and community n-

volvement in the school 'and practices or
supported innovativc/ administrative or
teaching techniques: Relative backsliding
in achievement Was- associated with op-
pogite 'attitudes!

Even -if,the high coefficient of correla-
tion is discoulted somewhat because of
the subjectivity necessarily involved in
translating attitudes (qualitative) into a
numerical index (quantitative), the re-
sulting numbers appear to be, at the Feast,
provocative.

Two eleipents appear to be at work in
those schools that yielded the high correla-
tions: First of all, a school which manages
to involve the total environment of the
child into the education process has more
resources, both tangible and _intangible,
available for education than a school that
does not. Secondly, for a combination of
these factors to be operating, the staff, the
community and the children musf have
respect for themselves and the otherpar-
ticipants in the schoo1.25

The need for visionary and creative
leaders becom'ep greater as societies
grow and become more complex. Pat-
terns and structures must be changed.
So must the people at the-helm be ready
and able to change. The enormous
complex of American public schools
can be no better than the peoPle who
run it. More than just competent man- 1.
agement is necessary to bring abont
thoroughgoing reform in the long-term
public interest. When all is said and
done, .nothing will change unless edu-
cational leadership begins to set the
wheels of chinge in motion.'

The schools cannot build a new so-
cial order. They carmor solve -all of
America's problems. But The humaniz-
ing of , education in the pluralistic
American tradition is a legitimate andy
worthy goal. The revolutiOn of rising
expectations is a fact of life, and tie
schOols niust cope with the discontent
and rebellion that accompany social
and economic change. For thielask,
the rejuvenation of public school edu-
cation is urgently needed. And in
task, the' people who rim our schools
Must lead the way.

13
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Principls as
Agents of Change

Those who assume positions of au-
thority do, not automatically have or
develop the courage to change. In some
instances they have been seleted for
the very reason that they can be counted
on to play it safe, and as they age in
positions &authority their mechanisms
of self-protectior become even stronger.
,Too- many educational leaders. have
been unwilling or unable to make dif-
ficultjecisi. ni that seemed to threaten

L their job se curity or advancement. In
times of certainty it does take cour-
age to change, ib move off dead center.
Self-protection can no longer be justi-
fied. Too much needs to be lone:

Profesior Sarason, for ten years the
developer and director a the Yale
Psycho-Educational Clinic, has ex,
pressed strong feelings 'about the pri-
macy of the principal in changing the
school..He states:

There is no doubt that those who want
to change the st hool system lippe that by ,

14

changing structures and farces of power
they will better the syitem. The system is
tauliy and must be changed'tliis is the
most frequent comment one hears, and I,
for one, cannot disagree. However, what,
is missing in these proposals for chahge
(aad missing in those instances' I have

observed where some of these proposals
nave been,put into effect)'is any ,recogni-
tion that the principal is the crucial im-
plementor of change. That is to say, any
proposal for change that intends to alter
the quality 'cf life in the school depends
primarily on the principal. One can realign
forces of power, change administrative
structures, and incrtase budgets for ma-
terials and new personnel, but the in-
tended effects of all these changes will be

.drastically diluted by principals whose
post experiences and training, interacting
with certain personality factors, ill preN
pares them for the role of educational and
intellectual leader. In fact, andthis point
has tended' to be overlooked, many of
fae intended outcomes of the proposed
changes could have been achieved by the
principal before these proposals ever
were made Rr became matters of official
policy.2.

4 t
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Head of What?

In the days when there were.seldom
more than' three or foly L. _chefs in a
school, one was ordinarily desigliated
as "head," or principal teacher. His
duties were largely limited to routine
admiritstrative chores,- grading, and
keeping, discipline. In addition, these
head:, teachers were expected to carry

. out regular teaching Assignments.
These conditions persisted until the last
decade of the *19th century whea,sec-
ondary.school heads first woh recogni,.
Lion as principals' followed by the ele-
mentary school-heads. C.

As the'schools, increased in size and
number with the grOirtly of the cities-
after 1850, the organizational problems
became more complex. It became the
practice to, release principal teachers
from at least a portion of their.lass-
room reiponsibilitiei to perform 'in-

. spection and ,adfainistrative f tasks.

Ov management of the schools
:c , e- dining the latter part of the cen-
tury, probably because of crowded con-
ditions and thepoor quality of itathers.

Since then, 'the administrative-pow-
ers of :printipals, have been enlarged
until they have -beconle recognized as
the 'formal -and only. intermediary be-
tween teachers' and the- administration.
The principalship evolved into! full-
time adininistrative job assuming total
responsibilitY for internal management
of a school. 4

The principal today-is a man caught
in the middle. He is supposed to speak -
for his school, his teachers, his pupils,
and the neighborhood, hoping..to pro-
vide for everybody' the' elements of good
education,. Bat'at the same time, he is
supposed to represent the school* board
and the central office of the local school
system and:enforcerheir policies. It is
not always easyto harmonize' the two
functions. For 'example,f the principal
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is supposed to ive leadership to his
staff but, inch ingly, decisions cott-'
cerning teachers have been taken, out
of his hands by unions.

As principals became, entrenched- as
administrators, or line officers directly.
responsible to the central administra-

. tiort, some became aware of and ex-
ploited the opportunity to provide 'true-
leadership- to their schools. But, most
did \not. Principals were slow to take
advantage di the opp9rtunity for pro-
fessional leadership offered to them.

There has been 'a curious, self-effac-
ing quality about AmeriCany public
school principals. Traditionally, they
have played down their position in the
conntamity.. They have tried success,.
fully to fade into -the background, ,re-
fusing to set themselyes above the ma-
Ority_Of the middle-class citizens of

communities. Why? Why
s ouldn't, principals. assume a role
greater promihence-, of real leadership,
in the community? -

In both 1958 and 1968; elementary
school principals Were asked by the
NEA a number- of questions designed
to explore their status as executives,
administrators apdcsupervisorsques-
tions revolving- a4nd the leadership
role, in othlr word. hi 1958, 59 pet-. Inipliaaiiiiiis-fof PlI?grama,"-
cent of the 'supervising- principals made this point Special referente
thought that the..sch4 -*tem placed to-the -ditadiran- ghetto child. "If

in a leadeishiPi", role (that is, ex- the child is to noifin "society, he
them to .initiati new ideas and must accept the la and the Symbols

have broad autholity in' the _manage-'' of authority of tlia society,"Mr. **-
mut of thew schools). In 1968; the ris wrote.
proportion had dropped to 55 percent Assuming that the child comes from a
choosing the leadership the bbst family based, on the fundamental accept-
thicription of thiir status, At:cording 'ante of the society in which it exists, the
-h., the NE* ht,,, to.1958_ 39,,,,wit trinsitkin,shoidd be readily made. In the
thought .thitliTe:Teentrat

office V01;1, transition from _home to society through
school,-there Oust those'figures, such as

upon them OtimaOlY "euPPerters,". ,ekritentarY tchobl Orincipals, who are not
(carrying out bat. loodifsinrilir to- thefigures in the home.
freedom, of .i.-ehonYtmd two percent Bat; what Of the child who comes froM a

t:their ,i-Oloyiiithit of home ,:that is not oriented to the societyj:ivaL, it,tiosts7 whit if the -ChHd comes
Irani a hi:me that is at odds with the :exist-

,the*civais, goals, ancti#aetjees pre, ing *Jai_ order? What if the child comes
led by the school system). The For- :frotrt'no home, at all brit Ccolleftion, of

responding peicents in 1968 were 41
percent as supporters-and four petrol&
as followers. "The difference between
the 1958 and 1968 figures 'suggest a
possible decline in the principal's sta-
tus;" the NEA Departinent of Elemen-
tary Schobl Principals concluded.
"More principals thidk that the, CCIj=
tral office now expects them to support
or to follow. This ,change in propor-
tions may represent a sag in the morale
of:many principals rather thatta mea-
sure'of what e central office really
thinks but in ei it -Suggests a
situation whiCh *could t the
five and enthusiasm of principals."27

While recognizing that some areas of
difference exist, for purposes of this
report we are considering elementary
and secondary school principals togeth-
er. The high school principal, because
of the variety of subjects taught de-
partments forth, hav more
compl m,sckme Way's. But the ele-
mentary school, pritiCipal plays a spe-
cial role as the first authority'figurethe.
child encounters outside the home.
James Morris, in hiS1969 dissertation,.
"A Study of SociollOgietd and Cultural
Background Factors of Public Elemen-
tary School Principals in,St. Louis and



disassociated individuals? This chid is the fourth an area superintendent) who
expected to succeed equally as well as ;ht would be regarded as outstanding lead-
child who has had pattdrns not dissimilar ers.by most people who are knowledge-to the established society. Then, it be-
comes the problem of the school and, spe-
cifically, the school leaders to assist the The principal's role of formal leader-
youngster in ;entering society. The first ship provides him with an opportunity
school leader the child meets is the teach- to provide staff leadership since he is
er. But the teacher is the tool of the pro- the executive in closest touch with thegram. The responsibility for supervising
the instructional plogrjim falls primarily datto--clay functioning of the`schcfol.
on the elementary Schdol principal. This, This-has been a major theme in educa- 4
the,n, is the.individual who is the key. to tional literature for decades. Fqr ex-
the child's future. If this person is proper- ample, in their influential book, The
ly prepared to compose a curriculum and/ Teacher and Educational Adm7niora-or to execute the selected Curriculum in -

m. 1942, Rea' visandsuch a manner that each chili! is given an ""
equal opportunity to enter society, no Judd assert: "The tendency at present
matter what the child's previous exile 7A in mat town and city school systems is
riences and background; then, that persog_to regardLtlie_principal is the intellec-
should be the key person to the school leader of his school and to holdand, if the school serves its society. this
person:sholild be thb key person -in he 11110. respousible for the professional im-
social order:28 provement of his teachers."30

file chemistry of relatiOnships be-,
idence that such leadership is tween pupil and' teacher is infinitely

portant Can he found in astudy, Inner- complex. What 'is needed Is a mixture
city Children Can Be Taught,to Read: of autonomy and support. An attitude
F°1-4. Successfulful Schools," recently gpf understandingi respect-for this-rela'-,
published by the Council for Basic Ed- tionship is basic!, to well functioning
ucation. George Weber, associate di- schools. -For otaMple, do detailed in-
rector of the Council, looked clokly at struCtions can kill . a teacher's selfes
four schools where children were being teem, make him feel like a mere puppet
taught to read despite all the handicaps dangling on a string. Administrative
associated with big city slums. The assertions thk "We don't do things that
schools, were P.S. 11' and John

The
way in this school!" can destroy a be-

Finch* in. Manhattan, Woodland in ginning teacherl enthusiasm. Encour-
Nansas City., miss,4nd Ann Street aged by the dreation of a conducive
in Los Angeles. "Tlktr success skims climate,. some teaches who have- dug

. that the failure in beginning reading, 'thlintelves into h rift might find the
typical of innerCity_schools it the fault strength to climb* There is no clues-
notig the i iildren or, their background but_ that diel Orineipal has A great
-,-but of the schools." Weber _Hated influence telseher morale and -per-
eighl- -"success factors" that formauce in the!: classroom and, con-
guished the successful schools from the sequeady, on hove well or whether pug
typical failures. Not listed in, order of pils team.
importance,. they wire: strong leader- --

spjtere, strjracli.ng.-empicasis on ," A e.6.141",siiiairn..1 7ship,. high. exPectations, good S

additional persotmel,. lise of 7 77'
phonics, individualization, and caieful Who are theirincipals of today? We
evaluation of pilial.Progresa.- All bur decidedio takeli.look.at one state and
schools had "clearly identifiable- in-' to drive tt profile of the principal based
divkluals" (three off tl -'principals, on whatever informadorkwaa available.

.

I-
cr .



643

Our choice of state was made for us pe-'
-cause of the paucity of data. Not until
the past few yeargliave the states begun
systematically to collect data nn school
adminiStrators, and in most cases; this
information .is sketchy. California, for`
example; could provide us no data on
the number of principals .in its School
system, their salaries or turnover rate.
New York State, we found, does have a
data system on educational personnel.
But the State of Michigan has a more
extensive system, the only -one which
could readily provide iformation in

-the kind of detail needed, The Michi-
gan reporting method, adopted in
1965, differs fide the methods used in

most state-, and from the summaries of
'cpiestionnaires sent to "institutions we
have depended on so far to dray pro-
filiisr-Of people in education. .Michigan
has developed 'a data bank on individ-
uals:serving the schools. Mak-es-it
possible to frame questions in 'n
0* limits of the data available, fin de-
scriptive answers, and to do so without
.bombarding schools or state depart-
merits of education with questionnaires,-
This type of data collection also pro-
vides at least the possibility of doing
Igitudinal studies using group sta-

,/,istics on changes in teacher ages, prep-
. aration 'and the lace, but also on what
happens to particular individuals. For
the future, .it will be possible, tlyioreti-
cally at least, to relate student achieve-
Ment, geographic area, characteristics
of qichool.s, served. with the characteris-
tics of- the teachers, administrators or.
Whatever inity'be involved in a particu-
lar educational enterprise.

In order to determine whether dif-
ferences existainon the t densely
populated and least -sections_
of Michigan, we divided, the stater, into
three parts. The state divided, .nicely
into the Detroit Standard Metropolitan
Statistical. Arek(SMS.9*, (the only sec-

rt.-Q
tion with more thin 50,000 studerts
and the most densely populated area),
the predominantly rural .upper penin-
sula and t more heavily industrialized
lower pe nsula excluding Detroit SM-

analyzed the data then not
m the point of view of geo-
egion but also level of ap-

and size of school distri
that emer

* Hereafter referred to aitly;s Detroit

le

SA. W
only f
graphic
pointmen
The pictu no real
surprises._ _t_ginefilly confirmed whit

already4 knew or spspeCted to;;:be
true for the country as a whole.

'To begin with, during the school
year ending in June 1970, there were
3,288 principals heading up -elemen-
tary and seaindiry schools in the state...
of yichigan. TAr-thirds thent-Were

Xcharge ofotleriteiitary schodi.s (67.4
percent) and the remaining one-third
(32.6) of secondary schools, About 35
percent were between the ages of .40
and 49. Some ten percent were between
the ages of 60 and 69, mid only a-third
as many (3.5 percent) fell in the 20-22
age group. None was over the age of
69, and two principals, one elementary"
and one high school, had somefioWob-
tabled their jobs under the age of 20. It
is interesting to note that the average
age of elementary school principals
was higher. Twice as large a proportion

. of the 60-69 gwup headed elementary
schools, 12;1. percent as compared to
5.9 percent in secondary schools. Not
surpritingly, therefore, we found that
theitieatkofrdiairl for both ele-
mentary 'and scleol princi-
pals remained about the same until the
level of 35 to 39 years experience. At
that point,, elementary principals had
considerably more experience. Spe-
cifically;we found that 246 of the ele-
mentary principals had. More than 35
years"-of experiencewhereas only 70 of
the secondary prinelprilrirad-aerves_L
that long4hat is, '11.1 pereent of ele-
mentary principals had 35 years of ex- r
perienceas compared to 6.5 percent of
the,secondary. When the three areas

4



re compared with- respect to age,1...ye
d that Detroit has the largest propor-.

tion of principals at both levels over the
age of 40 than either of the two other
regions. \

The Michigan stud! confirmed what
everyone already knewthat the' prin-
cipalship -is a man's job. In Michigan,
as in the rest of the natioa(the great
majority of both elerhentary and sec"-
ondary school principals are men. Only
739 of the 3,288 principals in Michi-
gan are women. ,There would appear
to be almost no opportunity for wom-
enat the secondary school level where,
95.1 percent are men. This dichotomy

is even more striking when one looks at
r the nunlbers. Throughout the entire

state there are 686 women elementary
prillcip-als and only.53 at the secondary
levet On a regional basis, the upper
peninsula hires less than 20 percent, or
,26, of the women elementary principals
whereas the two other districts employ
about 32 percent each. Only three of
the female secondary school principals

. i were found- in the up-per peninsula
i While 39 were inthe -Detroit area. The

lower peninsula and Detthit parted
. company where female hiring practices

are concerned. Only 1.9 percent of the
se ndary principals in the lower pe-
ninsula air women compared 'to 9.9
percent in the Detroit area. On the ele-
mentary school level, women outnunt-
ber men in the city of Detroit* with
52.5 percent Also, the practice of hir-
ing women "principals on the Secondary
level is practically nonexistent in all,
areas except: the largest, namely De-
troit, (The size of the district relates to
number of students, not geographic,
size.) Practices with respect to hiring/ principalsmen and women elementary
correspond -precisely to size of district.

.c,

For the state as a whole, 31 percent of
the elementary principals are women
but only 18 percent of those serving in/

Not to broonfuseAiithpetrOit SmSA

4

districts with- a student population
\of

less than 1,500 are women.
Data with regard to race are even

more striking. On a statewide basis,
3,142 or 05,6 =percent of the' school
principals are Caucasian.. Ohly 142, pr
4.3 percent, are black. There are two
American Indian, two Spanish Amen-
cap and 'leo Oriental. principals. The
chances of a black teacher becoming a
,principal:seem to be greater at the ele-
mentary level where 104 serve, than at
the secondary level where there are
only 38 blacks. In the upper peninsula,
reflecting greater conservatism or pro-
vinciality of altitude, there are no black
principals at all. Sixty-seven of the 104
black elementary principals are in De-
troit with the remainder in the lower
more heavily-industrialiied ptriinsula.
Comparing district, size and race, dis-
tricts with ni4e than 20,000 pupils ac-
count for 71 of the 104 black principals
at the elementary level.'While at the sec-
onda&-lert the over-20,000 districts
account/or 27 of the total.

The job of producing principals is
sperforined largely by institutions with-
in

.
the state. Only 13 percent of the

principals presently serving received
their highest degree outside the state.
Of those institutions 41 n the state,
four. have produced ore than half
(55.4. percent) with aynoState pro-
duting 21.9 percentmore than any
other single institution. The four larg-
est institutions vary somewhat as to the
level for "hick they train as indicated
in the following taiile.

4.

TAN 1

ind Maine' Tribmi
Elemsegery Semodery

N % N %
Wayne State 535 24.6 . 172 163

ArldliPnfat= PrO 12.0 ,
2 w. 12.2
198 9.1 .,

124 11.8
100 9.5
135 12.8

Triad at NI allow
Nittagan Institutions 623 28.6 391 37.7

Tat"! Ostskle State 294 13.5 124 11.8

Telt , 1171 1611.1K we *8%
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Generally, these institutions serve
the sections %there they are located. For
example, tke strong influence of Wayne
State seemsargely confined to the De-
troit area Where 49 percent of the ele-
mentary principals took their highest
degree. Only 2.6 percent of 'the prin-
cipals in the lower peninsula and .8
percent in the upper peninsula received
their highest degree there. . .

Principals as a group have largely
completed Michigan 'requirements for
elementary or secondary credentials in
that 73 percent hold the permanent elec.
mentary or secondary certificate with
an additional 20 percent holding a life
grtificate. Exactly, five percent Of the
certificates were awarded on a provi-
sional basis. .

The are n.) principals serving with
less thifi a bachelors degree and only
8.4 percent of the tOtal group' hold the
bachelors but no higher degree. The
great majority of Michigan principals
hold at least a masters degree althotigh
there are some sharp regional differ-
ences, again reflecting generally higher
degree holdings in Detroit compared to
other sections of, the state. In the upper
peninsula, for 23:5 percent of the ele-
mentary principals the bachelors de-
gree is their highest degree. The lower
peninsula has 16 percent at the bache-
lors level and Detroit only 3.3 percent.
The same, conditions prevail at the sec -`
opdary level with 1 percent of pq-
(mit principals at the bac , level;

. 4.5 percent in the lower 'nsula and
12.4 percent in the upper ula.

It is interesting to note. t 'while

(b.

In betrait,(4.3 percent of the elemen-
tary principathad dpctorates and 4.1
percent of the secondary principals.

The frcently-instituted specialist de-
. gree,.Which is an intermediate step be-

tween the masters anddoctorate, is also
held by incite elementary principals in
that 82 of them have attained thii level
compared to 56 of the secondary prin-
cipals.

There kre no great differences with
regard to undergraduate majors of prin-
cipals. Social sciences reprieSent the
largest sing,le field of study, with 34.1
percent. Of the other identified fields,
the largest single field is physical edu-
cation %Ath 9 percent. Only half as
many physicial educatibn majors serve
at the.elementary as the secondary level
which accounts for 12.9 percent. Poi-
lowinf a "miscellaneous" category are
language arts with 1.9 Percent and
physicaisciences with 8.6 percent. Two
wide discrepancies appear in the city of
Detroit for elethentary principals.
While only 4.8 percent of the principals
statewide have a background ih indus-
trial arts, 1'4.6 percent in the city o De-
troit have this specialty. The estate ver-
age forphysical education Ps 6. per .

cent and in Detroit 26.8 percent. The ,
background of secondary principals reC
veils netewokthy reversal. While so-
cial sciences again lead in all-sized
tricts as the most popular underad-
nclnteesniajor, in Detroit thetst languasto ants'

On this el, Detroit again leads id in-
dustrial with 15.2, percent. In phys-
ical educa , Detroit has only' 2.5
percent, or 2 persons compared to 12.9
percent synewide.

Upper peninsula elementary school
principals have less experience than
those in the other two regions. The larg-
est proportion with 0-4 years expe-
iience, years experience and J0-14
years experience are found there for a
total of 53.8 percent for all three. The
lirgest propertion of peoplb by years

tllere are 232 elementary principals as
compared to 43 at the secondary level
Whnie highest degrbe is at the bachelors
'level, there are 51 with doctorates serv-
ing in the elementary schools but only
24 at the secondary level. The :upper
peninsula, predictatly, hid no Ph.D.s
whit the lower pedinsula- IA per-
cent at secondary level and .6 per-,
cent at elementary level had them,

4



e

OP

7

I

of experience for both Detroit and the
lower peninsula are thoso in the 15-19
years category. In the proportiona of
years of experience -above the< 26 year
category, Detroit ranks first, with the

. upper peninsula secend and the second-
ary principals woricing in the lower

. peninsula thirda reversal of the pic-
ture for elementaiy principals.

The range in salaries is' great with
secondary sch6o1 principals earning
about $1,000 a year more than *Men-
tary school principals at all 'levels of
pay. The smaller the district, the lower
the Salary. At thg top level, 149'prin-
cipals earn $20,000 -a year ,or more.
The largest single salary group falls-in
the $16,000 to $16,999 range with 504
principals, or 15.3-Percent. -However,
almost half (49.8 percent) receive less
than $16,000 a year with 107 making
less than $11,000 and two Ifs than
:56,000.' Drastic differences occur re-
gionally. Almost three-fourths (73.4
pbrcent) of the Detroit elementary min-
cipils receive more than $16,p00 a
year while .only one-fourth (24.3 pep:
cent) oflhe Iowa'. peninsula principals
make more, ancHem than one-twentieth
of those in theupper peninsdla (4.6 per-

'cent): Using the same -break-off point

4.

°morrow's SchoOl Leaders

This .ohapter has \ looked briefly at
how the concept of ',principalship de-
veloped in American 'schooling and at
the role and self-im?ie of our "head"
scboolmen today. It has also drawn a
profile of today's principal, as revealed

. in die Michigai study. Now let us look
to the futures Who will 'our next prin-
cipals be and what attitudes will they
bring td their jobs?

The pool of people from which they
great majority of tomorrow's principals
will be drawn can be easily id ntified.
Both elementary and high sc 1 prin-
cipals have an extensive back and of
courses in educational ar taken
either during their gradu or. under-,
gradbate work. For th' reason, we
thought it might be useful to take a look
at college freshmen whose probable ca.-
reers would be in education to obtain
a descriptive overview of their, social
characteristics. This Idea would seem
far-fetched were it not that the choice
of a leaching career shows remarkable
stability. Alexander Astin and Robert
Panos of the American Council on Ed-
udition, writing on the -basis of a study
dohe on 1'961 and 1965 entering -col-
lege freshmen and using data furnished
by the students when they first entered
college and again four years later,
noted:

.

The choice of career as schoolteacher
showed- a rate of stability second only, to
that for the choice of nurse; with fewer
than halfirtif those who initially intended to
become teachers switching to some other
career choice" during thi4 r years follow-
ing matriculation. However, this career. -
choice showed almost no net gain in total,
studenti during the four-year interval; ap-
parently, it was not successful in compet-
ing with, other fields to recruit chargers.
Com:Aired with those students who initial-
ly planned to become teachers, those plan-/
ning to become teachers four years after
matriculation included a very high per-
centage of women and a fairly high per-

at the secondary level, we find the corn-
'parisonliOldsfor the three regions with
93.5 percent of those in Detroit salaried

f- at $16,000 or above, 43.1 percent in
the lower" peninsula and 14.4 percent
in the upper peninsula. For a black
woman who wants, to make a good sal-
ary, the best hunting ground is Detroit.
There are no elementary principals in
the districts of under 1,500 pupils re-
ceiving _salaries above417,000 just as
there are none in the largest district
earning between $11,000 and $13,000
which is" what 43.4 percent of dim
principals' serving in the smallest dis-
tricts earn. The district-by-district dif-
ferentiall are 'similar for secondary
schodls except that, as we have noted,
the salaries arehigher.
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tentage of students whose fathers were
also schoolteachers. The student's interest
in becoming a leacher appeared to be en-
hanced if he attended either a Catholic in-
stitution or a teachers college. Institutions
with relatively permissive administrative
policies appeared to discourage the pur-
suit of a career in teaching.I

Our comparisons were made be-
tween the group of entering freshmen
headed for education as.a career and
entering freshmen headed for other ca-
reer fields pn the basii of data drawn
from the ACE's 1969 survey of enter-
ing freshmen. Using the data bank and
statistical services from the American
Council on Education's research pro-
gram, we were able to examine their
data on the basis of-career choice--

____---those--in-education'as a career' ind all
otherswith a weighted sample of
1,198,000 students not selecting edu-,
cation and 316,849 indicating educa-
tion'As their career choice.

Otit-analysis revealed few major dif:
ferences between -freshmen" choosing
education and freshmen Choosing other
career fields, Moreover, there were
very few consistent- patterns among
the indicators used for a specific social
characteristic. That is, freshmen choos-

tg education had a higher percentage.
than others for some items related to a
particular social characteristic and a
lower proportion for other items.

Since the principalship 11 becbming
more and more a man's* job .we de-
cided to look at the data by sex to de-
termine if there were discernable dif-
ferences between men indicating edu-
cation as a career choice and other men.
Here, we fpund greater and more sig-

t * Men increased from a minority of 45 per-
cent at the elementary . principal level in ,1928
to a large majority of '72%2 percent in 1968. (Ele-
mentarySchool Principalship in 1968, Depart-
ment of Elementary School Principals. NEA,
p. 1 I.) Male principals at the secondary level
have, always Won &mignon. In 1965 they were-.
89 percent of the total. (The Senior High School
Principalship, Vol. I, National Association of
Secondary School Principals, 1965, p. 17.)

nificant differences.
Men headed for education were

more likely to have spe4 most of their
childhood on farms or in small towns
than in large cities: They came from
families with somewhat lower educa-
tional attainments and had larger pro-
portions from families at the lowest in-
come level and fewer proportions from
families at higher income levels than
other students. ,

Men who gave education as their
career choice indicated "middle of the
road" as their political preference more
frequently t (43.1 percent) than men
choosing other fields (30.5 percent).
The tule e ators also had fewer of
their umbe at *far right or farieft
of the litical Spect*i than then as
piring t other fields. While they tended
in large proportions to agree that the
federal g ernment-should be involved
in such social issues as eliminating p9v:-
erty, speiedingschool desegregation and
changing some aspects of the environ-
ment, they were less prone to take an'
activist role in protesting U. S. military
policy, college administration policy,
or racial policy.eThe future educators -
also more heavily favored mandatory
approval of student "publications by
college OffiCials as well as the banning
of extremistspeakers on campus.They
had larger percentages 'agreeing that
,colleges are too lax on student protest-
ers and that the courts give. too much
concern to the rights of criminals. In
other words, the men indicating their
career choice as education tended to
assign institutions more power in con-
trolling societal problems and individ-
uals than men planning to go into all
other fields.

'Does this bode well for the princK
opportunity in American schooinr
This question, we believe, must be
raisedand, moreover, we must look
behind it to the limitations on training
for school leadership,imposed by tradi-
tion, cost, and other factors. ,
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hip
-4 Americans have cherished an almost trators. But here again, we see the
unlimited faith in the higher education tem breaking down. the system h

Credential. Nowhere is this more clear- long been criticized. It has been pointed
ly in evidence than in the produCtion out that such brilliant teachers as Albert
of personnel for the public schools. Einstein would have been denied a cer-
Anyone interested in entering the field tificate to teach in our high schools. It
of school administration must. go I.4 also been pointed out that certifica-
through an ;elaborate, ritualistic series t don has erected a bulwark of artificial
of steps. First, he must attain the status 'requirements by which teachers and
of teacher. This involves specialized eaonteaching officials have.' created a
training followed by certification by a
State agency. He must then, depending
on the state where he resides, teachin
the public schools for a period of three
to five years. The next step is to take a
Magters degree, usually in education
and administration, and,' in, the -pros-

, ess, complete certificatiOn44uirements.
Certification, in other words, is; the
process OrLatal sanction whereby a
Certified person is authorized to per-
form specific services in the public
schools of a given state.

The ostensible reason for certiai-
tion is to establish and maintain stan-
dards tor the preparation and employ-
ment of both, teachers and adminis-

monopoly for themselves in public
school employment. One critic , de-
scribed certification. requirements as
". . . one of the neatest bureaucratic
machines ever created by any profega
sional group in any country anywhere
since The priesthood of ancient Egypt.
In nearly. every state today a teacher or
principal cannot work in public schools
without cktification or license, which
can be obtained only by taking courses
under a faculty of education."22

But'what we see now is a collision
developing between the forces in our
society pushing for equality of oppor-
tunity regardless of race, color or creed
and the traditional methods used to se-
lect and promote and economically re-

e:
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ward people in the system. Since edu:
cators control' the credentialing proc3
ess, degrees, and certificates for the en-
tire society, it is not surprising that they
have constructed a "parer tiger" to
maintain thd° iresent, operational sys-
tem. Each one of the agencies asso-
ciated with the public school enterprise
whether local district, state or high-
er education institution, or the national
associations of principals and super-
visorsplays a part in reinforcing this
process. But the syStem is, now under
attack in the, courts. In New York last
June, a federal judge banned the city's
competitive 4xaminations for public
school principals, asserting that the
tests discriminate against non-whites.3*
The decision in'New York folloved by

couple of months he United States
Supreme *Court's deeision iaVriggs y.
-Duke Power, which struclMown edu-
cational and test standards that are re-
quired as a condition for employment,
transfer, or promottien where such trets
are not shown to 6e relatedto the job.
This decision will surely lead to
changes in employment selection pro-
cedures.and in the. long run will open
up greater job opportunities for minor-

. ity groups in education as in other areas
of employment.

'The system as it presently operatei
a c5airt. reaction-response to each

change in state bredentialing proce-
durei that sets in motion the develop-) me ntof new programs in accredited in-
stitutions of-higher educatient: Accred-
itation is another one of those magic
vortis which enhance the mystery and
exclusiveness of The education "club."
It refers to the status of a particular
program of training offeted by anjn-
stitution or higher 'education. Some-

,- times;proloationary state is granted:
In such cases, an institution is required
to take a certain steps such as hiring

-more falbultY members with Ph.D.s' or
-expanding library offerings. Iii the case
of educational programs to train per-

sonnel in educationwhether teacher,
principal, supervisor or superintendent.
the accrediting agencies may be an .

arm of the government, state depart-
ment of education, regional associa-
tion or the National Council for the
Accreditation of Teachei Education
operating throughout the United States.
NCATE bestows what- is called "no- *v
tional accreditation."

The legal basis for accreditation was .

set in 1.78 when the New York State
.Legislature decided to require members .

of the New York State Board of Re-
gents to "visit every college in this state
once a year" and refoft yearly to the
legislature." Pressures for accredita-
tion began to develop during the last -
30 years of The 1.9th century. The pres-
sure grew out of a situation in which
colleges wre- looking- for a device
whereby they could find the best-qual-
ified students. Because of the prolifera-
tion of high schools preparing for col-
lege entrance and the wide variations in
entrance requirements at that time, the
Colleges hit upon the idea of approving
secondaty school programs and auto-
matically admitting to higher education
high school graduates who did well' in
the approved secondary schools. It was
a small stepbut a controversial/one
to the accreditation of institutions of .
higher education for the training of
school personnel to teach and work in
accredited schools.

According to the National Commis-
sion on Teacher Education and Pro-
fessional Standards report Of . 1970,
there were a total of 1246 approved in-
stitutions in the business of training
teachers or other educational person- .,
nel. Of these-1234 were accredited by
state deparnnonts of education. The six
regional 'associations accredited 1137;
and 470 were accredited by NCATE.
While the largest number of higher
education institutions attained ap-
proved status through State depart-
ments of education action, certain' Of

of

O



i

Table 2

Number of Approved Timber Edastisa Institutions *4

with Types of Assreditation*

.

,...

Total Number

Types 0 Amu Illation

.
1. of Approved State ° Itegiww; . Notional

SLN lesehttlens Dopartmont Assodatki (NCATE)

1 2 3 r__..,
4 5

Alabama . 25 25 ' 24 8,
Alaska 1 1 0 1 0

Arizona 4 4 4 3

Arkansas 20 20 15 10
California 55 , 54 55 17

Colorado ' 13 12 12 7

Connecticut 16 16 15 7

Delaware 2 2 2 0

Dist. of Columbia
Florilia

8
17

,..,
.

8*
. 17

8
15

3

15
Georg 30 30 30 7

Hawaii 3 .. 3 3 0

Idaho 9 9 3

Illinois 61 61 51 - 23

Indiana / 34 34 29 18

Iowa 29 , 28 27 13

Kansas` 24 24 . 24 13

Kentucky 22, 22 22, 8

Louisiana , 20 20 18 ' 7 .. :
Maine , 16 16 r 11 3

Maryland 24 24 22 6

Massachusetts 56 56 47 16

Michigan 26 26 26 11

Minnesota 23 ' 23 23 20
Mississippi 16 16 N. 13 6

Missouri 39 39 38 14

Montane 8 8. 8 5

Nebraska 22 22 15 13

Nevada , 2 2 2 1

New Hampshire 9
New Jersey 21 9 21 18 7

New Mexico 10 10 7 4

New York 96 96 93 23'
North Cartilina 41 41 40 13

North Dakota 8 8 8 6

Ohio 53 53 45 19
...*Oklaturna "-. 18 . 18 17 14

Oregon 4 15 15. 15 - 9

Pennsylvania 80 80 81 25
Puerto Rice 5 5 5 1

Rhode Island 10 10 8' 1

South Carolina 24 . 24 19 1

South Dakota 14 12 ., 8

Tennessee (., 33 i 29 12

Texas I 53 52 51 21

Utah 6 6' 6 5

Vermont 1 ,13 13 11 1

Virginia 34 33 - 33 6
Washington 15 15 ' 1k . 12

West Virginia 11 . 17 1 10

Wisconsin 45 ,.. 45 29 21

Wyoming is 1 1 1 1- ,

Weis 1,248
0

1,214
.

1,187
.

478

.
. . _

From: A WNW an Celleelise Replromewts Nr Sisal Psround In lit, 197b ed., National Commission onTeacher
Education and Professional Standards, NEA, p.169.
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Principals Principals Supendsers Iluperintendenb
Alabama 16 16 16 16
Alaska 0 0 0 0
Arizona 3 3 3 3
Arkansas 2 2 ......os 2 2
California 23 23 _ 23 7
Colorado 4 5 -- ' 3, 4
Connecticut 5 5 51 3
Delaware is 1 - , 1 * 1
Dist. of Columbia ' g

5 5
Florida i 10 , 10

5

9 .6
Georgia 4 ,, 4 ' 4 4
Hawaii 0 \ 0 0 0
Idaho 3 . 1 0 - 3
Illinois e 14 14 \ 13 15
Indiana ,.. 6 6 \ 5. 5
Iowa re. 5 5 2 3
Kansas 8 7 8 7
Kentucky - 8 8 '7 N 6
Louisiana 12

3
12 12 0

Maine ' 1 1 1
Maryland 1 1 1 1
Massachusetts 17 17 18
Michigan 7 7 6

1/

Missouri 12
2

12 12 4

Minnesota 8 6 3 5
Mississippi 7 6 5 7

Montana 2 5 2
Nebraska 5 5 4 3 4

Nevada 2 2 1 , 1
New Hampshire 3 3 2 2
New Jersey ____) 6 5 3 2
New Mexico 6 6 - - , 6. Its, 5 . .
New York '' 34 34 ..: '34 8
*North CarOlina 9 9 7 6
North Dakota , 1 2 8 2
Ohio 1 1 1 14
Oklahoma 3 3 3 3
Oregon 2 2 3 1
Pennsylvania 9 9 3 6
Puerto Rico 1 1 1 1
Rhode Island 2 2 1 1
South Carolina 6 6 6 ' 6

TenSouthness
Dakota

ee
3. 3 3 3
8 8

Utah 4 4

8 6
Texas - 1r

4
19 24 0 19 ' t

Vermont ' 1, 1 0 1
Virginia 0 0 0 0
Washington 12 12 5 3
West Virginia , 2 - 2 2 2
Wisconsin, a 3' 3 3
Wyoming 1 1 1 1

Thal is Tel 218 236

3Table

. Number of Stab koarerlEed Pmframa far 14kmaRall\astrra
Elementary _ Sesondery

gor;ertrission on T r Edu and Prthirasionasilirtanftrards. Nf.A, pp. 172-208.
Firma! in Ike Ualaild Malik 1970 edition,
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these schools are accredited by the state
department of education. For example,
in the state of New Hampshire, of the
nipe teacher education institutions,
only four are approved by the state de-

. partment.;Table 2 lists the action of the
various_ accreditation agencies by level
and by state. From this fable it can be
seen that New York Stale, with 96, has

, the largest nurilber of approved institu-
tions. Pennsylvania is second with 80,
filinois third with 61, California 55,
and Texas 53.35

While the NCATE stamp of approv-
al has been given to slightly, more than
one-third of the total ,1246 approved.
institulions,-wide variatiOni eXist among
the states. Only one South Carolina's
24 is nationally accredited, whereas
five ont.of the six in 1.1altihav:- attained
this status. Three states, Alaska, Hawaii
and Delaware, have no nationally ac-
credited institutions. Pennsylvania ,

where 25 of the 80 operating institu,
tions are NCATE-approved has the
largest number.-

There are .1200 programs offered
by higher education institutions for
training leaders for, the public 'schools
listed in the Manual on Certification
Requirements for School Personnel in

. the United States, 1970 edition (Table
3). There are. 329 training programs
for the principalship, and 235 for the
superintendency. As can be seen from
Table 3, there is a wide variation in the
numbers of jnstitutiofis per state offer-
ing these programs. Those training pro-
grams for the superintendency, for ex-
ample, are fewer in the More populous
states of California (7) and New York
(8) than in the smaller'states of Massa-
chusetts (16)' and Alabama (16). It
shou'.i beknOtedpere that data for high-

.. er eck.rciiiWfiregrams in the area of
tdicational administration have only
recently becbme available` and. are in-
complete. The major focus of reports
on 'education, training programs in the
past has.been on the teacher while ad-

ministrators have been included in a
large category called -"other service
personnel."

ff we look at individual institutions
we find' many more programs than
those listed in the "Manual." 'For ex-
ample, the "Manual" lists four pro-
grams for traiding administrators and
supervisors at New York University
a progr4m ekh for elementary prin-
cipals, secondary principals, supervi-
sors, and superintendents. In a follow-
up study of 42() graduates of New Yor,k
University *' foe this project we found
that there were 15 different programs
excluding Higher Education offered at
three levels Nasters, Specialist, and
Doctorate). ** If each of these degree
levels represents a different program,
we have a total of 30 programs (see
Table 4) or more than. seven times the

a

Table 4

Sixteen Prepdm Arees.el Eduaatienal Ada* Wallin
and Swan Islets And Number of terabialse, New

York University, 1865-88 and 1117-8S

Meier- *dal- Mae -
Prepare Arta atee lets Ws Total
Educational Admin.

istration 30 130 .169
Comthunications I :

37 U
Vocatiogal,Ed., Indus-
trial Arts, Arts &

Crafts - 6 - 41 4
Phys Ed, Health, , #

Recreation 6 33 39
Secondary Education 6 1, '8 19
Higher Education 5 , ' 6 11.
Science 4' 8 12
Guidance and

Personnel 2 18 20
Art 1 3 4
Safety

A
1 2 22 25

Music 1 6 7
Home Economics 1 i
Business - 1 8 9
Curriculum 1 2 3
Cluster Coordinators , 13 13
Foreigdilanguages 1 '%--1---

Totals , 72 12
.. - 335 420

* New York University was selected because
it was the only institution on the largest pro-
ducer ist o t: h Masters and Doctoraln:

** In this, report tbe term Specialist designates
that credential' now recognized as the level be-

reeinotfheaclileatersm arlis.DazotorciatlIegetrAfiTchaties

of Advanced Study (CAS) -at various institutions.
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Table 5

Minimum Namdreminits in Mores mut Semestar Hans
F. Adrektherative CeralleMess

stMe
Elementary hel

Priam**
% e Sessnilary Med

Priam**
1 2 3

Alabama
Alaska
Arizona -
Arkansas .

California
Colorado

. Connecticut
Delaware
Dist. of Columbia
Florida
Georgia
Hawaii

-Idaho
Illinois
Indiana
Iowa
Kansas
Kentucky
Louisiana
Maine
Maryland
Massachusetts
Michigan
Minnesota
Mississippi

:
14Missouri-.oMana
Nebraska-
Nevada
New Hampshire
New

4New Mexico
Niter York
North Carolina.
North Dakota
Ohio
Oklahoma .
WEN
Pennsylvania
Puerto Rico
Rhode Island

Carolina .
Dakota

Tennessee
Texas

" Dish
Vermont
Virginia
Washington
West Virginia
Wisconsin

WYeettet .
/

/
/

0

.

z

M
M

M + 24'
M

6 year
',44,...

M + 150
M'

MI (NC)
M

. ME
M + 20

M
Mk
M1

M
M + 6
M + 15k

- M
8 +6`

M=
8 +3*

NC
Mk
M

.f8
M
M'
M
M
M
M
Mt__ __
tilo.,
M '
hi
M"

M + V
M + 15
8 + 30r

Mu
.... kJ

M
M

M 4- 30
M + 30
8+ 18

Mle (NO
M +,14

Mel

.

M
M

M + 24
M

6 years.
Md

M + 15.
M

MI (NC)
, M

Ms
M + 20

M
Mk
MI
M .

M + 6
M + 15k

M
8 +6

Mtn
B + 3k

NC
M°
14
M
M
Mr
M

,M
M
Me
Mt

-- -htn!
M
M
Mr

M 22
M + 15

, 1:1-+ 30,
MY
M
M

SI
M
+ 30
+ 30M
M

Mo. (NC)
M + 14

M

Ws

'-
,

t..X

ll

M + 30
M + 30
7 yearsb
M + 30

-1N + 30
M + 30, or 60
MI (NC)

NC
Mk

M + 20
M

M + 30k
Ed. Sp.
M + 301
M + 30
M + 30

M
.MI

M + 30
8 4115k

NC
M + P

M
M

M
+ 30

Mr
M + 15 = ,

M + 30
M
M

Mt + 30
M
M

---11---011- -__
Mil

`. M + 30
M + 40=

'' 8 +30Y
4 141

M + 1 yr.
M
M

M + 30
M + 3

M
0,

M + 30* (NC)
M + 30'

, M + 30bb
Mu
-I-

o

- M 1541

. .

.

From Anguillan Cerillaado Itslakeeasele tar iialust Paneled hi Ise *Mad 111100, 1970 edition, NEA, p. 84. (The
small letters attached to some of the minimum fettairaillatS refer to footnotes 041 page 65 id this 'publication and desig-
nate additional factors in the state regarding imrdication,)
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number reported by the "Manual" for
New York University.

Of. the more than 150,000 educa-
tional administrators serving in the pub-
lic school systems, more than 90 per-
cent hold a minimum of a Masters de-
gree. In fact, state certificaLion is such
that a Masters degree is almost univer-
sally required for Efti adiiiinistrative
certificate. (See Table 5.)

During the last decade the numbers.
of graduate degrees in eddcation have
increased sharply. Masters degrees in
education jumped from 33,512 in 1960'
to 79,811 in 1970. In 1970, 8,946 of
these education masters were in educa-
tional administration.36

The 1970 report on Doctorate de-
grees awarded issued by the National
Academy of ScienCes shows a 26.4
percent increase in educational doc-
torates over the 1969 figure. Of the
5,836 Doctorates awarded in education
in 1970, 1,427 were in educational ad-
ministration.37 This W'tss five times the
number granted in 1960.:)8

Those institutions producing the
largest numbers of Masters and Doctor-
aies in educational administration for
1970 are listed in rank order in Table 6.
There is little cross-over among the
largest producers, with the exceptions
Of New York University, University of
Colorado, and University of Illinois.

In the last five ygfirs, 30 more insti-
tutions have beet( added to those
awarding the Doctorate in education,
increasing the total to 113. These new
doctoral programs are producing el

Tate P
lestitethes Preemie. the Meet Masters Doses in

Eireatienal Adwirilstadsq, Srpenisien sr
. Fiewwe, 1N11-1171

New York University , 220
University.of Puerto Rico -- Piedras 205
Xaviernwenity--Cincionati, Ohio 193
University of Coloradoall campuses ' 162
University of Illinois Urbana 165
Eastern Michigan University Ypsilanti . 149
Northern Illinois UniversityDeKalb 132

-Memphis State University 122
Missouri State CollegeKirksville 120

NSI:trtoirtt.t1 UniversitySouth Orange, N. J. ,119

.
leithellees Prates* the Nest Owesrale Degrees la

raselietvi Aiwidaltaliel, liperviden sr
Femme, 1818-1871 ,

New York University .- ,46
Columbia Teachers CollegeNew York 42
University of WisconsinMadison 33
Michigan State UniversityEast Lansing. 31,
Harvard Universty--tambridge 28
University of Pittsburghall campuses . 28
University of IllinoisUrbana 26
University of TennesseeKnoxville 26
Colorado State CollegaGreeley 25
University of COqrli campuses , 25

increasing proportion ,v,?f. the degrees
awarded as illustrated in Table 7 be-
low. (Institutions awarding the Doc-
torate after 1960 are referied to as
"New Institutions"; those with pro-
grams prior to that as "Old Institu-
tions.")

The Training Programs

What about training for educational
leadership? Twenty years ago," the ne- .

glected field of educational administa-
fion found itself the center of some at-
tention when the Kellogg Foundation
decided to invest in graduate education.
But as early as the 1930's; there was

,Tie?
Outwit Ilteinelhist Yid &op

118848111

.

.

.

. OM lielleeme = New leelibliein Al insaullsee
Tsar Ne. -% Ns. , % Ms. %

196546 2878' 942 177 .5.8 3055 100.0
1966-67 3145 , 92.1 ' .. 270 7.9 3415 100.0
1967-68 . 3533 89.5 415 10.5 3948 100.0
1968769. 4138 87.6 584 12.4 4722 - 100.0

Too, hike 13114 11.4 1,48 al 1,148 1411,1

.
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discitssion in academic circles about
the relevance of the programs offered.
A 1939 report on a conference on ac-
crediting sponsored by the American
Council on Education noted that:

There was considerable discussion of
the possibility of measuring -the product
of the institution, namely the competence
of its graduates rather than its more tan-
gible features, such as the number of books

iti the- library, the size of the endowment,
and the leaching loads of faculty mem-
bers. Several agencies described their ex-
periences with _measuring devices of this
sort. It was agreed that all attempts to
evaluate student -performance should be
studied and the results distributed to the
membership' of the agencies represented
hat the conference.'"

.

Interdisciplinary programs were set
up at a number of universities to broad-
en the scope of training. In 1953 Har-
yard's Administrative Career. Program
(ACP) started to grant degrees on a
performance tfasis, and dropped the
"medieval" requiretnent of a research
thesis.. Predictions Oat'graduates would
not find employment have not been
borne out. ACP graduates are em-
ployed in 38 states, Canada and abroad.
They hold positions. at all levels of ed-
ucation and all segments of society in
many varied organizations involved in
oducation.42

There is a lot of discuSsion today
about program improvement through
interdisciplinary offerings- and per-
formance standards but few programs
except ACP have taken the obvious
step' of dropping the dissertation re-
quirement A 1971 study Delta

Kappa and the American ASsociation
of Colleges of Teicher Education con-
cluded.that institutions which had set
up new 'doctorate programs in educa-
tion since 1959 were actually less. ad-
venturesome in their` programs than
those which were in business prior to
that date. Table 8 documents this.

The hope that new doctoral pro-
grains- iiiiiEt-be more innovative than
old ones vanished with the discovery
that all require dissertations for degree
fulfillment. The author 'of the 1971
doctorate study states:

It was hoped that marked differences
might emerge between the Old and New
Institutions indicating new trends in prep-
aration of students 'embarking upon doc-
toral study in Education. Such was not the
case. It has often been felt that new insti-
tutions are afforded opportunities to ex-
periment and to innovate without the
traditional, barriers and presiures imping-
ing upon long-established colleges and
universities. However, it may well be that
the need for. recognition and" acceptance
places new institutions in a less-favorable
position with the result that imitation of
established practices is given greater pri-
ority in the formative yeart.than, the:set-- -
ting up. of newand experimental pro-
gratS."

Those who believe it possible to
change higher 'education institutions
and thus affect the input into educa- .

tional administration must concede
that, as presently structured ' these in-
stitutions do nett have the necessary
flexibility, to adopt promising innova-
tions. Programs at institutions offering
advanced degrees in educational ad-
ministration have a great deal in corn-

AS
Table Is .

!lab* Ten** Itisserdi Prejell

Type el Pr**
Old leellollies

PLP. ,, % ,- , U.D. %'
. Now INSINSIsso - NI MIRAN

P.D.I % RAW % PILL. % ELL.
Formal Obsettalion

Choke
No Response

64 9M5 63' 88.7

4 . 3:0 6 8.5
-1' 1.5 4-_ ..2 2.8

22 ,100.0 19 86 96.6' 82 91.1

.. . , .. 2 2.3 6' 6.7
.. .. ... 1 1.1 2 2.2..

4F:hid 67 issa in.@ It 118.8 it isu le INA, ts 115.1



mon. In spite of the number of institu-
tional programs to choose from, the
pursuit of graduatedegrees at Northern
University would not differ much from
that at Southern State. The require-
ments, the course offerings, content,
and organization would be very similar
'The recent Newman report on: hig r
education asserts that:,

American higher education is r- nowned
for its diversity. Yet, in fact, r colleges
and universities have become extraordi-
narily similar. Nearly all 2,500 institutions
have adopted the same _mode of teaching
ind learning. Nearly all strive to perform
the same generalized educational mis-
si6n.45

Since the quality of the programs of-
fering the same credentials may vary,
attempts have been made to accredit on
a regional- and national basis. Differ-
ences in, the accreditation process on
state, regional, and national levels have
created some confusion as to what is
and what is not accredited and by
whom. The hope that national accred-
itation would improve they quality of
programs by reducing the quantity
proved illusory. In 1970, for example,
59,945 of the 79,841 Masters degrees
in education granted were from the na-
tionally accredited institutions."

However, in 'all of these. efforts the
central pointnamely the manner of
operation of the existing system has
been overlooked. ft is &local system.

A questionnaire by this study to the
484 institutions accredited 'by theNii-
tional Couned for Accreditation of
Teacher Education (NCATE)* found
that at the; Masters- and Specialist de-
gree levels part-time enrollment is the
pattern. At the Masters level 61 percent
of the institutions had 96-10Q perce,nt.
of their students enrolled on a part-time
basis. This was true for 58' percent ,at
the SPeCialist level. Although they_ re-

,

* with national accred-
itation w would be expected toltave the
highest ity programs.

ported lower percentages of students
attendin on a- part-time basis at the
doctor level, more than half the in-
stitu ons still have 50 percent or more
st c ents attending on this basis. Re'-'
ardless of the level of accreditation

accorded an institution of higher edu-
cationthe clientele (except for certain
doctorate programs) "drivet in" to get
its adVanced training. And, more and
more new programs ire being instituted
"td serve our local district's needs" or
"help meet increased state certification
standards." 'And, people selee for
leadership -jobs are drawn from al
institutions regardless of their
itation status.

Formal Training and Leadership

Raising credentialing require is
has been equated with raising standards.
Theoretically; one state has higher
standards than another if it requires a
Masters degree plus thirty hours rather
than a Masters degree alone. This
might 'be justified if there were any evi-
dence that it was improving the system.
The- evidence is quite the reverse.

Early in the colonial period of
American history, legislative authority
and responsibility for education were
expressed in the Massachusetts laws of
1642 and 1647. In the first of `these
laws, parents and masters were required
to instruct children in "the principles
of religion and the capitall lawes of this
country." Fiveyears later, towns were
required to set up schools or pay'a fine.
The authority of the state for providing
and controlling public education
stemmed from these -simple begin-
ningor

School administration did not
emerge as a profession, for some 200
years. In the early years of the 20th cen-
tury, Paul }Janus and E.P. Cubberly
pioneered in university teaching.of ed-
ucational administration. Mid-century
saw great changes. Before this time,
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superintendents and principals acquired
knowledge from their own experience
and from practiciqg - administrators.
The dual cataclysms of depression and
world war accelerated interest in pro-
fessional adMinistration of education,
and by 1950 there were approxiniately

..........191()ttniVersities offering doctoral work
't field .and several hundred ,offer-1

ing programs leading to the Masters de-
grees

buring the past 40 or 50 Years, pre-
service education for school executives
has tended to stress first the teflmical-
and mechanical aspects of adinmistra---
tion, then human reations in coopera-

- tive educational.' activities, and, more
recently a eoretical-research ap-

. --proaeh to.the study of administration.
The decade of the 1950's was-one Aif..
ferment in the study of administration,
business as well as educational. 14 in-
creasingly it has been demonstrated
that the effectiveness of the manager
cannot be predicted by the number of
degrees he heldt; the grades he receives
in school or the formal management
education programs he attends. Aca-
demic achievement is 'not -a valid yard-
stick by which to measv leadership
potential. Managers in business are not
taught.in formal education what they
need to knoW- to build successful ca-
reers. The same is the in education
where leaders must acquire through
their own experience vita knowledge
and skills. Success and fulfillment in .
work demand what psychologists have
labeled "operant; behavior"finding
problems and opportunities, initiating
actionand following the problem
solving and decision making in the
classroom are often dealt with on an
entirely rational basis and reqaire what
ptychologists ,call' "respondent behav-
ior."6Tbis is the type. of behavior that
enables a person to get high grades in
a course he may never use again in later
life. This is riot the sort: of behavior-de-
signed to get things done. Instructioni.
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in problem solving and decision mak-
ing can also lead to "analytis paralysis"
because of the necessity for explaining
and defending actions rather than
carrying Out 'decisions."

Overreliance on schofastic learning
ability has Adoubtedly caused lead-
ing universities and bushiest organiza-
tions to reject a good .number of appli-
cants with greatest potential for creativ-
ity and growth, Leader behavior is be-
ing seen more and more as a function
of the leader, the group, the task, and
outside pressures on the group, acting
in various combinations. The group
task has also been observed to influence
leader behavior. And . in addition to
structural characteristics of the group,
interperional factort are believed to
play a 'Part. Fred E. Fiedler of the Uni-
versity-of Washington_ has documented
this in a variety of situatiorit, including .

school administration in his paper "On
. the Death and Transfiguration of Lead-_

ership Training." Hittorically, he
writes, training has beed' Viewed as a
means of changing the individual. The
basic but erroneous assumption guiding,
this training is that the person who is--
skilled in human relations aswell as the
technical aspects of the job will be more
effective than someone who is less
skilled'in these areas. Hence, the more
training, the More effective the individ-
ual will become. "Training has also be-
come a symbol of success and recogni-
tion that The individual is in need
remedial help or additional knowledge.
Hence, being selected fpr training im-
plies promOtability. Else, 'why would,
the companricend all this money on a
man?' "O

Neil Gross, in his book, Staff Leader-
ship in Public Schools: A Sociological
Study. asked whether there is any posi-
tive relationship between formal prep-
aration" and success in professional
leadership. On the basis of a Variety of

,elaborate tests,' he found time and time
-again that the answer is "no. In fact,



ea

4

the less extensive the form'al prepara-
tion of principals, the greater was their
Staff-leadership. "The findings offer no
comfort to those who defend prevailing
personnel practices in the schools and
selection procedures of programs in ed-
ucational administration at the colleges
and universities," Gross wrote. "To
school systems that rely almost com-
pletely on institutions of higher learn-
ing to prepare individuals for the prin-
cipalship,. this should suggest that 'they
reconsider the practice; if the colleges

versities are not equal to the
task, school systems may need to play a
more important part in preparing prin-
cipals for professional leadership.""

The University Cofincil for Educa-
tional Administration (UCEA) Com-
mission on Certification, created to .ex-
amine requirements and make sugges-
tions for changes, after an' extensive
study, reported in June 1971 that:

With respect to legal and quasi-legal
constraints, which are the main concern
of this Commission, we do not have ade-
quate evidence to justify, particularly with
reference to performance criteria, typical
existing state certification requirements,
'university division standards, or prepara-
tory programs in educational administra-
tion."

The Oregon State University re-
'searchers, as reported by Goldhammer
and Becker, saw the 'same thing. "One
purpose of our study was to determine
whether principal preparation pro-

. grams were actually doing the job
needed to help principals confront the
problems of today's schools."

We found a crisis in ihi preparation of
printip.als that parallels the crisis of lead-
ership in today's elementary schools. Prin%
cipalt who were effective could not be dis-
tinguished from those who were not on
the basis of their formal preparation. . . .

In addition, certification requirements in
many States' appear to be irrelevant to the
principal's actual deeds. . . . Universities
appear to be indifferent, toward the needs
in this field,. save. for, offering graduate
courses and worksops for credit. .

Is More the Answer?

When we embarked on this study we
shared the generally-held view that the
universities which train leadership per-
sonnel were the key to improvement.. It
was our assumption that changes in
training programs which made use of
various instruments available to higher
education institutions such as recruit-
ment, selection, substantive or clinical
experiences, placement, school-univer-
sity cooperation,' would provide the
necesiary tools for change. We rejected
this approach not only because the col-
leges and universities have demon-
strated little willingness to change, but
because it would take too long. Even if
it were possible to control the com-
plete input starting today, given the
present estimated 8-percent annual re-
placement rate* among the leaderihip
group, it might take twenty years. Also,
there are just too Many people tradi-
tionally 'certified and- waiting to' take
principal's jobs. To a questionnaire sent
to state certification authorities across
the country, more than half responded
that there were more persons qualified
to take positions than there were open-
ings for them.

Our New York University study dis-
closed that earning a 'graduate degree,
in Educational Administration or Su-
pervision frequently does not help the
recipient progress up the ladder to an
administrative or supervisory position
in the schooLsystem. Astounding on
the face of it, this statement is based on
the fact that 148 persons responding to
'our survey were teachers when they
applied for their degrees and now, from
three to five years after receiving them,
77 or more than halt, are till teachers.
Only 55. of the 269 persons have gone
into school administration or super-
vision,since earning their degree. There

* Derived from data given by State Depart-
, zrents liffoEdr ilrictrithitir.estionnaire "Supply-
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are ic.me plausible 'explanations for
this: not everyone fulfills all the require-
ments for a higher pbst; many see.
unwilling to seek better employment in
a different geographical area; some are
not really interestesl in a position
beyond teaching. But we .feel that the
real problem is lack of openings.- In-'
dividual responses to our questionnaire
bear this out. The most frequently
stated reason for not having a super-
visory position was that there were no
openings.

To deieimine what proportions of
the Doctorates in Educational Adminis-
tration and Supervision actually take
jobs as administrators in the public
schools we entered the data bank at the
National Academy of ScienCes which
has personal information on Doctorates
in the United States cbmpiled from a
questionnaire which each doctoral re-
cipient completes at the time. he re-
ceives hii degree.*

Table 9 below shows the proportions
by years entering jobs in elementaiy-
secondary administration, higher edu-
cation, and 1111 other fields.

A Clear trend emerges in the propor-
tions of these Doctorates employed by

* This is called first job following the doc-
torate. Many of the people ace probably already
in the job as the degree seems to be done largely
on a part:time basis. See Table 1 I.,

-

the higher education institutions. The
number going into college and univer-
sity administration 'doubledmoving
from 10.9 percent in 1961-63 to 21.5
percent in 1970. Those taking teaching
positions in colleges or universities in-
creased their proportions by a third,
from 15.8 percent to 20.8 percent over
the ten-year period. The proportions
going into elementary-secondary ad-
ministration increased ffom the period
1961-63 to 1964-66 but then showed a
decrease settling at 30.2 percent in
1970. The, average proportion for the
ten-year period going into elementary-
secondary- administration- as the 'first-
job following the Doctorate was 34.2
percent. However, for the single year---"
1970 the proportion was 30.2 percent.

'From these figures it seems obviou.
that the Doctorate in Educational Ad-
ministration and Supervision as a train-
ing device to improve the leaders of the
public schools is not an effective instru-
ment since two-thirds of them don't
even go into the public schools. We
also know that there are not'significant
proportions of these Doctorates taking'
teaching positions the public schools
waiting in line to become administra-
tors as-is the case at the Masters degree
level. In 1970, only .3 percent. of the
nation's public schoOl teachers had
Doctorate tit ees in all fields com-
binc1/41.54

..J
* Table S

First Jeb NW Oessersie
(WM of Oedemas Egmetleed Atailialratien/MOnialm)

_

.

Year et
NOM In ..

EdliNAdmInfeVeilMend

. WORK ACTIVITY SY EMPLOYER TYPE
..

TOTAL
AAIIANktibm AdmAddrIlisCellege-Unlv. TPA*.Ceitc : Al

01ber
% N % N %. II % N

1961-63 , 27.6
1964-66 39.8
196749 35.6
1970 30.2

497
947

1125
420

10.9 197
17.3 413
18.9 598
21,5 298

15.8 284 45.1,
18.0 429 24.9
19.2 608 26.3
20.8 289 27.5

822 100 1800
592 100 2381
832 100 3163
381 100 1389Teti-

(114 / 342 2816 17.2 1616 18 mi ss.1

.

o a s 6713

This category includes those taklig jobs with state and local "wawa, nonprofit orpnizations, industry, business,
or toe who are self employed. In this capacity they may be involved in teaching, administration, research and devel.
opment or professional services to individuals.



With the burgeoning of these grad -
uate degrees an oversupply of highly
"credentialed" people loom in the back-
ground to compete for these adminis-
trative jobs.. In response to a question-
naire-by this study, on the supply/de-
mend for principalship jobs, New York
State reported that "in excess of 15,00
teachers are certified as school Prin-
cipals but not serving in that job."
Their records indicated that 203 jobs
were open in 1969-70 for which these
15,000 + would compete. Table 10
below. based on ,information from this

UM* 10

Swirly* the Prideipelskip Jebs'Openleg In 1111-1170.

People avaffslats pea ppm*, Member if stales

Insufficient number of people 4
Sufficient number of people 12

More people available than openings 16

Greet many more people than
cipenings 5

No response 2

Tiff X

questionnaire shows that 21 of 39 states
responding had an oversupply of. can-
didates.-

Since 31 percent of the two million
teachers had at least a Masteri degree in

.1970,55 can this mean that some
600,000 teachers are eligible to be at

the principal's doorstep if they are will-
ing to move?*

The employment situation for Doc -
torates in education appears to be lean
as well. In 1964, 87 percent of the U.S.
recipients of. Doctorates in education
reported that they had signed a job
contract at the time they received their
Doctorate degree. In 1969, only 80
percent reported that they had a job
contract upon receiving the degree.
And 10.5 percent of those still seeking

/jobs upon graduation from their Doc;,
torate 'programs in 1.969 reported "no
job prospects." The Situation is worse
than the percentages reveal due to the
increase in the number of Doctorates
over these years. -Aus the number in
1964' who had not taken jobs was 275
people, but was 824 in 1969."

Another factor which makes this
seem a disproportionate number not
fording jobs is the tendency of those
taking this degree to do so on a part-
time basis while already employed in a
school system. That students attend
these programs largely on a part-time
basis is revealed in Table 1 I based on

* Seventeen of the 39 states who responded
to our questionnaireron "Supply-Demand for
the Public School Principalship indicated that
a teacher who had five years teaching expe-
rience and any Masters degree could be ap-
pointed as a principal and later fulfill specific
certification requirements.

-

Table 11

brellmente en Pietress ink- .

% M *dents
enrolled peel-
lime

Neer* fi, WW1= bit Pipes Level
Nadal WSW*

t % Ni.' % , Ni. % Ns.

100
90-99
80-89;
70-79
60-69
so-68
2549

024
.

Not reporting

. 7
54
12

9
2
4
4

1

2-

13
94
21
15

3
7
7

10
2
3

17

41
12
2
2

8
2
2
7

20
' 49

14
2
3

9

-3
3

8

0
8

11
11
10

18
15
4
4

.

.

0
6
9
9
8

14
5

12
3
3

.

I

Ur 111" 13 IN : 111. IN a i

* Indicates number of MeNtilleas.
" Percentages have been rounded.
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data from our NCATE questionnaire.,
One hundred and seven of the 175 re-
spongng institutions with Masters pro-
grami indicatecL that 90-100 percent
of their student were enrolled on a
part-time basis. Sixty-nine of the 119
institutions with specialist programs in-
dicated the same proportions of their
studenti were part-time. Although the
enrollment at the doctoral level is not
as heavily part time, significant num-.
bers of institutions replied that large
proportions of their students are part
time. Forty-seven institutions re-
sponded that 50 percent or more of
their doctoral students were attending
on a part-time basis.

1n-spite of this seeming abundance of
training programs for educational adj
ministrators and supervisors, the num-
ber of institutions offering graduate
programs is growing. Table 12 below,

Ueda 12

Mader if KATE liallilswe Raft New
Propene in Eduealleewe Markistrallsalitonithm

Lord N Preeprem Number Perseat harms
Mastars
Specialist
Doctorate
Other

Tell

20
31
18
2

74

10

17

Based on present number 01 NOME institutions
programs at these levels.

with

again derived from data. reported by
the NCATE questionnaire, shows -
ent)i-four new graduate prograMs n
just educational administration and s -
pervision being planned for the next

- three to five years.
Notice the increase in new Specialist

degree programs planned; a number of
states are now requiring it for certifica-
tion foradministrative jobs.

While this escalation in the number
of KOMI* offering graduate degrees
has ACCUrred, th0 number' of degrees
being granted hits naturally boomed.
Table 13 shows recent growth in educa-
tion degrees.

. ,
TON 1P7

Taealf.dreallwo Mows Awarded

Dices 1161-11 111446 1141-70 .
Bachelors 90,179 118,534 166,423
Masters . 33,512 43,741 79,841
Special ist * 857
Doctorate 1,547 2,727 5,836

Tad 126,238 116,102 262,167

Not reported.

Table 14 (opposite) summarizes the
growth of Doctorate degrees in all
fields for 1965-70 and shows that the
number of education Doctorates has
now surpass all other fields.

In response to our inquiry, we found
that there are several developments in
the states which will affect the future
supply and demand for principals. One
trend would appear to reduce the sup=
ply. That is the trend to increase the
credentials requirement which con-
tinues unabated. Eight states respondat
that the requirements for the job Will
include more credit 'lours or degrees
than in the past. Only two statesCali-
fornia and Texas--indicated that they
will look for other ways of certifying'
principals and not 'rely as heavily on
degreesAnd credit hours. Out of 39 re-
sponding 'states, 23 reported nothing
affecting principalship requirements;
eight 'repOrted increased certification
`requirements; two reportei decreased
requirements; three reported consolida-
tioncand/or decreased school enroll-
ments; one reported reorganization of
lemeniary schools requiring principals

for the first time (South Dakota). Al-
thciugh` the Masters degree in educa-
tional administration is the most corn-
mon degree for a person aspiring to the
principalship to hold, 17 states indi-
cated that a teacher who had five years
teaching experience and any M tars
degree could be appointed as ipal
and later fulfill specific Certifica on r -
qUirements. This adds to tha 1 of
people from which principals can, be
drawn.
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The 'Average" School
Educational administrators are not

a geographically mobile group. The
graduate student in education leads all
others in "staying home" to pursue his
studies. Out,of a group of 33,119 grad-
uate students from 153. institutions sur4
veyed in 1969,- 62 percent of the gut'
dents in education grew up in the state
where-the; twat doing graduate work.
The second closest out of nine fields of
study covered in the survey was the
law with 55 percent pf its people study-
ing in their home states. Of the same
graduate students in education, 71 per-
cent said they woiild stay in the state to
work after graduation. Again, they led
all other fields in remaining in 'state
with law the runner-up at 69 percent."
The most mobile in the field of educa-
tional leadership are these who );o on
for the Doctorate degree, but only a
few of these ever become principals.
Also, Doctorates in Educational Ad-
ministration and Supervision are much

38-

more likely to remain in the-same state
_ at each step up the educational ladder
than any other Ph.D. candidates. (See
Appendix A)

Moving into 'the area of work ex-
perience, studies shpw that of the senior
high school principals in the northeast
92 percent had grown up in that area;
in the southeast 89 percent were natives
of that area, and other sections had sim-
ilar figures indicating nonmobility.60
This lack of mobility was almost iden-
tical for the junior high principal.61
The majority of those serving as prin-
cipals-grew up in small towns and rural
.areas.62 The sanie holds true for the
superintendents, 73 percent of whom
came from towns of under 10,000.63

Movement froni one school district
to another has also been quite minimal.
Advancement to the administrative
position is characterized by progressing
from teacher to administrator within
thi same school system. The 1970 study
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Principal
of the assistant principal revealed that
84 percent of these in ,urban schools
and 77' percent of those in suburban
sch,,J1s- had advanced to rheirPosition
of assistant principal after serving many
year; i. that particular system. In ur-
ban school systems 70 percent indi-
cated they had ten or more years of
experience in education jobs before as-
suming the job of the assistant princi-,
pal as did 47 percent of those in sub-
urlian systems." Although data are not
available on the int"r-district movement
of the superintendents, the superin-
tendency study of 1971 showed that 92
percent of superintendents had served
only in one state."-By making in-serv-
ice educa tion efAly availhble to teach-
ers it is possible for them to move up
the administrative ladder without leav-
ing home or the system in which they
are employed.

An investigation.of doctoral dissetta-

(.

rY

tions on the pri-ulpalship found that:

in Kentucky the "average high
school principal". was born and reared
in Kentucky, and was a native of
the geographic area he is now serv-
ings°

in Missouri 29 percent of second-
aty principals. were serving in their na-

hoMe towns67
in Pennsylvania almost all elemen-

tary principals received their under-
graduate and graduate training from in'
stitutions within the state"

stahnost all the secondary school
principals in Arkansas took their BA
and MA degrees in Arkansas schools" s

76 percent of the female prin-
cipals had their degrees from the state
in which they now teach70

That this localism was not happen-
stance but a matter of considered
'choice by board members is indicated
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by the following:

in ,Michigan 84 percent of those
board of education members and super-
intendents queried indicated they gave.;-
preference to applicants,on local staff
who were considered qualifier

a study of the assistant principal-,
ship in Texas indicated that those cho-
ien were usually appointed from within
their districts"

The placement process heightens
this localigm. Assistant principals state
that the principals and superintendents
of the system in which they serye had
the greaten influence on their appoint-
ment to the first assistant principal-
ship."

In an attempt to trace the training
and employment patterns of potential'
leaders in pat is education, we insti-
tuted a smah scale longitudinal stud
with the cooperation of NYU offici
on New York University School of
EduCatiOn graduating classes (1966
and 1968) and worked backwards to
the individuals upon whom the ta-
tistics were bdsed.,

In the end, we .received responses
from 270, or 64 percent, of those in
our population. Of the 270 persons
who responded, 99 bad received grad-

. uate degrees in Educational Adminis-
tration and the remaining 171 had tak-
en some sor. of program for supervisors.
Among those who had taken Doctorates
in Administration, we found that those
-who are upwardly mobile seem to
change location more frequently, While
those who stay in the same place have
a slimier rate of success in most eases.
The majority are' hesitant to explore

, different parts of the, country. Sixteen
persons, or two-thirds of the 24 report-
ing in this category, are in the same
geographic area they were in when they
applied . for their `degree program,
which on an average was 8 or 10 years
ago. Among the recipientlhof Masters
Degrees in Educational Administration
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it is siglficant that the two persons who
have prOgressed the most steadily are
the only two who changed geographic
areas. -Ninety-one percent of the 65
Masters recipients are still in the same
geographical area.

Looking at the eight recipients of
Doctoratei in various fields of super-
vision,-we found that all have been in
the school system right along, add only
One has changed geographical location
while world' his way up. Two are .
now assiston, principals, one having
been a teacher before and after re-'
ceiving hig Doctorate, the other having
been a guidance counselor before and
then assistant principal after receiunig
hii degree: Another 'person was a prin-
cipal when he applied- for the degree
and still holds the same position in the
same location. Like the recipients of
the DOctorate in Educational Adnain:-,
istration exactly twd-thirds of the 29
recipient's of the DoFtorate in Super-
vision have remainedin the.same geo-
graphic location they were in when they
applied for the degree prograrris. None
of the three persons who received Cer-
tificates of Advanced Study in super-
vigory fields has changed his geographic
locati6n 'since applying for the certifi--
cate program. In conclusion, we found
-that the average, person receiving a
graduaWdegree in Educational Admin-
istration is reluctant to change his geo-
graphical locatiod.

The Principal as liocsdite

America has been called "a mobile
entity" by the French writer Jean-
Francois Revel." It is a nation founded
by the migratio, of people and ex7
panded by those responding to the lure
of the frontier. a has always been pos2
sible to move easily from one part of
the country to another and from one
sector of the society to another. These
days, it is rather the exception for high-
ly. educated Americans to stay in one

3



.73

place for extended period. Career
progress is closely associated with geo-
graphic mobility and willingness to
change employers and job settings.
From the individual's standpoint, ad-
vancement clearly relates to geographic
Mobility and willingness to change em-

. ployers and job settings.. Generally
speaking, the A:nore highly educated the
person the grqater his geographic mo-
bility. A recent Bureau of the Census
report on "Educational Attainment"
demonstrates I how men who moved
from or state to another over the pe-
riod of, a year! were more likely to be
those with the igreatest number of years
of formal education. In March of 1970,
1,019,000 meh had moved to a differ-'

ent state than the one they had resided
in the preceding year. Of this number,
more than half (534,000) had from one
to five years of college education.75
Progressing from those with the least
educatifm to those with the most, the
relationship of movers to the propor-
tion of people at the educational level
more than doubles. (Table 15)

Tab 1P
Retallenalp N es

et
el Men et Edusellesel Level

Preaf Maine pat Lisa
Less than high school education .6
High school completed .7
One to three years of college 1.5
Four of college 2.0
Five or more years of college 2.2

The proportion of students who leave
home to go to college has always been
substantial. By the end of the 1960's;
more than twO-thirds of all undergrad-
uate students/in American colleges and
universities did not live with their par-
ents or relatives. Many students mi-
grated to other states or regions for
their education.71BM We have aid.) seen
that students going into education are
less mobile than other students and that
school administrators are strongly tied
to one locality. In this sense, education-
al -leaders have not. shared in . the
national pattern. They have been de-

1

nied access to the kinds of experience
that come from mobility.

More important than the local ori-
gins and lack of mobility of most prin-
cipals is their "local" as opposed to
"cosmopolitan" orientation in the sense
first used by sociologist Robert Merton.
Stated simply, what this means is that
the localite confines his interests to his
own community, and the cosmopolitan
relates not only to his community but
to die outside world as well. In his So-
cial Theory and Social Structure, Mer-
ton described patterns of influence in
terms of local and cosmopolitan influ:-
entials, stating:

The interviews with influentials had
been centered of their relations within
the town. Yet, in response to the same
set of queries, some influentials spoke
wholly in terms of the local situation in
Rovete (where the study was conducted),
where others managed to incorporate.fre-
quent references to matters far beyond the
reaches of Rovere. A question concerning
the impact of the war upon the Rovere
economy would elict in the one instance
a response dealing exclusively with prob-
lems within the town and in the otIi, to
remarks about the national econor or
international trade. It was this character-
istic patterning of response within a pe-
culiarly local' or more extended frame
of referencea patterning which could,
perhaps, have been anticipated but which
was notthatiled to the conception of
two major type I of influentials: the 'local'
and the 'cosmopolitan.' The localite large-
ly confines his interests to this community.
Rovere is essentially his world. Devoting
little thought or energy to the Great So-°
ciety, he is preoccupied with local prob-
lems, to the virtual exclusion.of the na-
tional and international scene. He is,strict-
ly speaking, parochial.

Contrariwise with the cosmopolitan
type. He has some interest in Rovere and
must of course maintain a minimum of re-
latiOns within the community since he, too,
exerts influence there. But he is also ori-
ented significantly to the world outside
Rovere, and regards himself as an integral
part of that world. He resides in Rovere
but lives in the Great Society. If the local -
type is parochial, the cosmopolitan is'ecu-
menical.78
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Continuing his analysis, Merton
found that cosmopolitans had 'teen
more mobile. The locals were typically
,born in Rovere or in its immediate
vicinity, and went to school there, leav-
ing only temporarily for their college
and professional studies. "They held
their first jobs in Rovere and earned
their first dollars from Rovere people.
When they came to work out their ca-
reer-patterii, Rovere was obviously the
plate in which to do so. It was the only
town with which they were thoroughly
familiar, in which they knew the ins
and 'outs of politics, business, and so-'
cial life. It was the only community
which they knew and, equally impor-

. tant, which knew them. Here they had
developed numerous personal relation-
ships." Whereas 14 of the 16 locals in
the Metton sample had lived In Rovere
for more' than 25 years, thii was true
for fewer than half the cosmopolitans.
The cosmopolitans were typically re-
cent arrivals who had lived in a suc-
cession of communities in different
parts' of the country. While the cos-
mopolitans were more likely to be
youngei than the local influentials, the.

/ differences were not the result of age
composition alone.

Merton then describes the path to
success followed by the lotalites. "Far
more than with the cosmopolitans, their
influence-r.sts-bn an elaborate network
of persona relationships. In a formula
which at once simplifies and highlights
the essential fact, we can ray: the in-
fluence of local influentials rests not so
much.on what they know but on whom
they know. Thus, the concern of the
local influential with personal relations
is in part. the product and in part the
instrument of his particular type of in-
fluence. The 'local boy who makes
good,' it seems, is likely to make it
through good personal relations. .

"With the cosmopolitan influential,
all this changes. Typically a newcomer
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to the community, he does not and can-
not utilize personal ties as his chief
claim to attention. He usually comes
into the town fully equipped with the
prestige and skills associated with his
business or profession and his 'world-
ly' experience. He begins his climb in
the prestige-structure at a relatively
high level. It is the prestige of his previ-
ous achievements and previously
acquired skills which make him eligible
fora place in the local influence--struc-
ture. Personal relations are much more
the product than the instrumentality of
his influence."79

David Riesman, on the basis of other
istudies, has suggested the ways in which

the roles of local and cosmopolitan in-
fluentials may differ in different social
structures.se Reporting on 'Riesnian's
ideas, Merton wrote: "Cosmopolitans.
who take on positions of formal leader-
ship in the community may be obliged
to become middlemen, of tolerance,
as they are caught between the upper
millstone of the tolerant elite and the
nether one of the intolerant majorit
and thus become shaped into being
less tolerant than their former asso-
ciates and more so than their constit-
uency.**81

It is not surprising that school prin-
cipals should characteristically fall into
the localite category. Education, as
such or more than any other organized\
activity in America, is locally-based.
The school principal, like the local
bank presid ant who required some forty
years to Im from his job as messenger,
speetes feelingly of the slow, Ions road
sn whit* "I worked my way dp." If
the Merlon analysis- applies, and we
think' it de-;,-3, it would appear too that
even those principals with a more cos-
mopolitan orientation end by being
forced into the local mold.

Wholk Chosen and How'

As individuals, some principals may

ti



be willing, even eager, to assume a lead-
ership, role, though as Professor Sarasan
pointed out, they do not always take
advantage of the opportunities they.
have to make- changes. Some school
superintendents have complained about
this too: But all too often, even the most
forward-looking are hampered by the
system. Politics inevitably rears its
head. Geherally, principals are selected
and trained under the watchful eye of
a patron in the central office of, the
school system. In the competition for
administrative status and hig&r sal-
aries, the kingmakers in the central of-
fice are able to cpoose people whosare
"right-thinkers" according to their own
values. The principal is usually pro-
moted from small to larger schools,
from inner-city schools to more pres-
tigious ones. These hierarchial con-
siderations do not always correspond
to the needs either of the school or the,
particular principal. What is important
in the first place is to catch the eye of
the right person in central office and
then stay in his good graces.

It fob-Asthen that when the prin-
cipal assumes office he is not en-
couraged to initiate change. ,Theneat-,
ness and prOmPtness of his reports may
become more important than the qual-
ity of education in his school. There are
always.people who will want to review..
any new program before it can be put
into effect. At that. point, objections
may come from Parents, teachers, or
just "policy." There are always handy
excuses for not instituting reform. Most
attempts to change run intoopposition
from entrenched job holders who feel
themselves' threatenall After all, the
winds of change might blow them out.

Sometimes, when he wins Support
from- his staff ,or community to make
changes, a principal may be transferred,
to another school. The principal who
changes the system stands out as a cou-
rageous and often lonely professional

whose only reward may be the satisfac-
tion of a job well done. And the inner-
city schools, where the need is greatest,
suffer most from these practices since
they are on the lowest rung of the ca-
reer ladder.

The professional associations have
cdnducted a variety' of prograins in re-
sponse to a growing feeling during the
past few years that principals should be
released during the school day to en-
gage in certain piofessional improve-
ment activities. These have included
regular college study, in-service pro-
grams and exchange visits among prin-
cipals.

Increased interest in new ideas and a
desireto" implement them ttas begun to
permeate the schools and Their leader-
ship, The concept of sharing respon-
sibility, with an increased role for the
faculty asa whole in developing guide-
lines for methods of instruction has alio
gained ground in recent years, accord-
ing to the NEA's _1968 report on del-
mentary school principals. "When
asked what specific activity they be-
lieved was their most 'effective way to
improve instruction, 57.4 percent of
the supervising principals in 1968
,checked the itenr.7-'By heliping to create
a climate in which teachers, individual-
ly or collectively, are encouraged to ex-,
periment and to-share ideas." This is
a broader concept, the NEA notes,
than the one voted most frequently in
1958 by 48 percent which was worded
as "providing many instructional ma-
terials and 'maintaining high morale."
The- group' approach was further sup-
ported by the 1968 replies to a question
on how supervising principils approach
the problem of trying out new ideas
and innovations. In 1958, more than
80 percent of the principals reported
that they liked, to experiment with new
ideas; in 1968, approximately 30 per-
cent reported that "since I like to ex-
periment--,1 --constantly 'encourage in-
dividual 'teachers to try innovations. In
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1958, 13 percent of the supervising
principals preferred to have other
schools experiment before they tried
new ideas; in 1968 close to 65 percent
reported that they encouraged their
faculties and individual teachers to ex-
amine the research on new ideas, pre-
sent the evidence to the faculty and then
seek for agreement within the faculty.
on how the new ideas might be carried
out. New ideas that led to change, both
in 1958 and 1968, came to a large ex-

, tent from conferences and workshops,
, other principals:teachers, and central

office personnel. Parents and the com-
munity accounted for a decreasing per-
centfrom 7 percent in 1958 to 1:2
percent in-1968. Over the ten year pe-
riod reported on by the NEA; college
courses as a source of innovations in-
creased in the decade from 3 percent
to 6.5 percent.' The outstanding change
was the increased role of professional
reading _as a course of new ideasa
percentage advance from 8 to 20.3 per-
cent.

The NEA also came up with some
other information that indicates height-
ened social responsiveness. Supervising
principals have not much changed the
extent of their leadership and active
membeiship status in churches, youth
groups, such as Scouting, fraternal
groups, health and social welfare or-
ganizations, veterans and 'patriotic, so-
cieties, and interttdturil relations
groups. There was a significant decline
in leadership and active participation
in business organizations and commu-
nity recreation and cultural groups.
"But the most dramatic change during
the decade-in the percents," the NEA
report said,' "indicates increased par-
ticipation in- political party iorganiza-
tions and civil rights groups. While
the proportion shoWing thisexpanding
interest of principals in -CUrient and
often controversial problems-, is not
large in relation tt ithe total number' of
respondents, the fact that this-area of
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lay activity has increased (where other
types' remained relatively static) sug-
gests some increased social-responsive-
ness on the part of today's principal. "82

Descriptions of adaptable schools
seem to bear out our thesis that cos-
mopolitan.influences are present where
there is educational innovation. In these
schools,' principals may Create an in-
novative staff by choosing teachers,
possibly young, with a breadth of train-
ing and cosmopolite patterns- of in-
formation and travel,

These are heartening trends, but
-they don't go far enough in bringing
the principal into the mainstream. One
of the difficulties is that the United
States is a very large country with many
local,- state and Tegional. differences.
But it has beCome increasingly evident

_that whether principals in the small or
even middle-sized school systems are
aware of the many currents moving
'throughout 'society, they and their, stu-
dents will inevitably be affected by
them. Principals themselves are becom-
ing aware that greater versatilityand in-
ventiveness are demanded. Increasing-
ly, printipals are beeoming, as the N'EA
described it, "the nuclei of corps of ex-
perts who group_ and regroup as neces-
sary to meet the, challenges and prob-
lems as they arise."" Because of his
position; the principal is drawn into
manyactivities and is exposed to many..
movements and pressures that are not
part of the teacher's experience. The
principal will have,to pull together the
insights he gains from his experience to
bring new resources to the instruction-
iil process---more as a group leader
than is the commanding officer of old.
Greater. cross-fertilization will benefit
everyone and help to lift the principal
out of hie local environment onto the
cosmopolitan plane. Only ,then, will he
be able' to deal effectively with the new
demands on .the: schools as a result of
changes tttat are basically national in
character.
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II 11 Costs of the
Present

It is simple enough to.state the prob-
lem of the costs for producing leaders
for the public schools and the amount
the system is willing to pay for their
services. Any logical person can say
that the components of the estimates
are'

.)The costs of educationin this
instance, the Masters degree.
a:The cost to the higher education

institution. .

b. The cost-to the individual for
his degree. .

c. The costs to the school systems
which give pay incrementslor
the Masters degree.

2. The costs to the sohootsystem for
the specific ierviee of principals
Over and above that for the serv-
ice of teachers.)

However, the processes of arriving
at these cost estimates are so complex
and full of qualifications that we are
presenting a summary of present es-
timates at the end of this section (pp.
54, 55). We refer. the interested 'read-
er to the discussions concerning the
specific and detailed points which fol-
low.

Costs of Education

Costs of Graduate *grim in Edu-
cation to the Higher Education Institu-
tion.

It is only recently that higher edu-
.cation Institutions have started to ex-
amine their procedures 'and programs
411 relation to their costs. A whole new
set -of 'procedures have had to be de-

ped and a new center at the West-
Interstate Commission for Higher
cationThe National Center for

ucational Management Systems
has been set up with Office of Educa-

'`and -FOrd Foundation support to
pursue this complex. task.

Budget procedures, organizational
terms and methods of allocation of
costs of various within university shared
services- (librariet to parking lots) have
all had to be surfaced, defined and.al-
lotted within --each institution. After
that, agreement among the institutions
(with some sessions taking onthe over-
tones of a UN talk) are.wbited out.

The procedure is to break, dcwhi all
costs to a student credit hour basis by
level: loWer (freshmen 'and sopho-
mores), upper (juniors and seniors),
Masters sand Doctorate. This method
reveals clearly that the costs are loWest
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at the beginning of undergraduate ed-
ucation and increases steadily with the
doctoral level being the most expen-
sive."

A 'study "Instructional Analysis of
Tennessee Public Higher Educhtion"
by the Tennessee Higher Education
Commission found the following rela-
tive costs by level for. students in edu-
cation with the average for all fields per
credit hour:85

TaYs11

Total Iratrusthrol Cud Pr Student Croat Her
%learn

ew Upper and ro-
-

L
Lori Loll froirPtal Driers

Education $13.76 $18.45 $30.90 $76.39
Average all

fields 12.65 20:30 46.98 111.68

Except at the lower level (freshman-
, sophomore), the costs per .credit hour

are less in education-tVan the average
for all fields. At the Masters and Doc-
torate levels they are nearly one-third
less.

However, this cannot be construed-
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as a lesser commitment to the field of
education by Tennessee as compared
to other fields since the quantitative
production of credit hours in education
so outstrips any other field of graduate
study. At the Masters and profesSional
level, 17,062 credit hours of education
were given,:32 percent of the total
credit hours produced at this level. The
credit hours generated at the Doctorate
level for education were 18 percent of
the total credit hours for all 17 fields of
doctoral study (Table 17).

One would think that it would be
possible to now estimate the cost of a

'graduate degree by simply computing
the number of credit hours needed to
complete a degree and then multiply
by the cost pei.' credit hour to derive the
total. But there are wide variations in
the expenditures at the graduate level
by institutions in the same state. .

At the Masters and professional lev-
els in Tennessee there are ten different
institutions 'offering programs in edu-
cation. We have already cited the aver-

Trine 1 761

41mirit Cr. Mors Primed le Timm
Psi& Hfolfar !down rolNollses, FrN 1111

Alarm & Pref. Doorrate
Agriculture
Biological Sdences
Business & Commerce
Communication
Computer Science

Subjects

EDUCATION
Engineering
Fine & Applied Arts
Foreign Languages & Lit.
Forestry
GeoriPilY
Health Professions
Home Economics
WIPP Arts
Law
Lirary Science
Mathematicabl Sciences
Military Sciences
Philaeophy
Physical- SOINICOS

PuPstrlYServices Curriculum
Religion & Theolo
Social Science
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4
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90
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620
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2,637
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4
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359
546
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84
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740
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Tattle 18

Average Celt Per Student in Education, University of California`
(budget in thousands of dollars)

tS sternwide Borkell Davis Rive*.
or Par --Pi -Fir

Total Stu. Total Stu. Total Stu. Total Stu. Uhl Stu.

S. Barbara hiring
TW

Total . Stu. Tits! 5th.

Instruction 4485 1518 367 1562. 305 574 '159
Adjusted Instruc-

tion 4945 1454 1674 1666 405 1231 1722 1212 336 1388 633 1693 175 1786
Organized Re-

search 1349 160 159 5 15 911 673 55 2b 215 575 3 31

Laboratory
schools 487 60 60 429

Pdhfic Service 871 859 855 2 6 10 7

Total 7662 2763 412 3070 391 178

Per Student 2249 2740 1252 2267 1615 2268 1817
I Base Cost 770 681 714 '1096 640 758 725

Total 3019 3421 1968 3363 2265 3028 2542

Basic Instruc-
tion 2224 2347 1945 2368 2028 2451 2511

Enrollment 3402 1005 329 1354 242 374 98

Instruction adjusted for estimated load of educattoirmajors on other departments (1.10). Budget data from Ref. 11,
enrollment data from Ref. 10, allocation of Deans' offices and supervised teaching not included for Berkeley and Los
Angeles. Discussed in "Costs of Study in Education" by Jameo Farmer.

age cost per student credit hour to be
$30.90. The lowest expenditure is
$24.88 at Tennessee Technological
University and the highest is $56.22 at
the University of Tennessee; slish-
ville.87 Thus, the cost of providing a
Masters degree in education, in the
same state is more than twice as much
at one institution as it is-at another.

Two institutions in Tennessee offer
the Doctorate in Education and, their
expenditures per 'student credit hour
are $67.73 and $79.52 respectively.88

Because of the newness of this ap-
proach and the need for access to com-
plex data we asked Mr. James Farmer
of Systems Research, Inc., Los Angeles,
California, to develop an estimated cost
for a Misters and Doctorate of Educa-
tion degree in California.

His conclusions were:
"The basic instruction cost, given

in Table 18: then consists of the base
cost and adjusted instruction. The
value approximates the cost of instruc-
tion for a Masters degree in terms of
annual cost per major. If organized,re-
search, laboratory schools, and public
service projects are included, the cost

0

per student per year is higher and ap-
proxiinates. the cost for a second stage
doctorate student. (This leaves most of
the organized research and public serve,
ice unallocated to instruction and re-
search. There appeared to be no better
approximation from the data available.)

"Thus, for the system, the- annual
costs per student major appear to be
from $2200 to $3000 with significant
differences between the campuses.

"Since University students are ex-
pected to pursue their programs full-
time, a credential should represent
some 30 student (semester) credit hours,
or approxiMately $2200. As sly_,.wir'in
Table 19 systemwide only '43 students
received their Master of Education de-
gree of some 500 students enrolled in
the Masters program with, an education
major. It-ii not possible to estimate pro-
ductivityclearly many of the educa-
tiOn majors must be receiving other de-
grees. Otherwise, the cost, per 'degree
would be some $24,000. If a student
completes the Masters degree with 45
student (semester) credit hours, then
the cost would be "approximately
$3300. Attrition, or program changes,

47 ,



Tied
Awarded k 1111Snlvorsik

bk 1S

of Sollkmds"
Sys Swim- S.
ttnr ky Davis LA. Wham

Dorms
Doctor of

Education 127 86
Master of Arts

in Teaching 3 3 '
Master of

Education 43 10 24 &

Total .
*adults 173 41 10 113 3

Data from Ref. 10. Bachelors degrees and PhD not
identified by 'field; education majors may have ben
included.

appears to be amajor factor in the Uni-
versity's unit costs.

"The University awarded 127 Doc-
tor of Education degrees for the 996
students in the Doctorate program. If
this were the case, then systemwide,
the average student would be taking
7.9 years to complete the program,
costing some $24,000 peNdegree. Ap-
parently, some education majors are
taking other degrees or there is a high
rate of attrition. It is not possible to
determine this from theavailabli data.
Most of the students are clustered in the
second stage of their doctoral program
on the Berkeley and Los Angeles cam-

: puses."89
Estimate one: Our estimate of the

institutional cost of a Masters degree is
$3,000.1

WhatSis the relationship between'in-
stitutional costs and student tuition? .

Selmi Mushkin, a nationally rec-

I

ognized authority in the economics of
education, recently developed an anal-
ysis as to the income by source for col-
leges and universities for 1957-58 and
1967-68. Her conclusions are 1-

lows:
"The estimated amounts for each

source of funds are shown in Table
As the table stiggests, tuition and ees
financed over 3 percentage points ore
of student higher education in 1967-
68 than a decade earlier; the share 'of
state and local fundi rose about 1 per-
centage point, and "that for the federal
government yery little, except as feder-
al aids to students helped in the en-
largement of financing through tui-
tion."90 .

Estimate Two: The student pays
about 40 percent or $1,200 of the cost
for th Masters degree ($3,000) and
the net institutional support is $,1,800.

Cosh of Graduate Degrees in Edu-
colon to the Student

The most recent estimates as-to out-
of-pocket expenditures for graduate
study in the field of education are also
contained in "The AmericanSchoot Su-
perintendent,7 a 1971 report by the
Nmmerican Association of School Ad-

rators..
's study questionnaired a weighted

national-sample of superintendents by
size of district (number of pupils) to de:
termine facts concerning expenditures
and sources of financial -support while
purSuing graduate study,

Coned Immo hr wort of NNW *Mr odimodon,
My murm, k Mips awl imlversilko, 1.17-11 aid 1012-011

(Mounts in millions)

Sawn 1114111114111611
Tap! o 1211111111111,111111.128 .- 101i 1

Tuition and fees 856.1. 3260.8 362
Gifts and endowment earnings 346.8 595.1 14.7
State and kcal funds 1001.3 . 3594.3 42.4
Federal funds . -95.5

642 462.0

11,

O

It



Tab 211, . ,

Filklie4 Exitooditiwoo by Sowleisodonts
for Graduals

(Excludkq Ogoorlosily Costs:Sur dJosomod Ways.)

Roy of 1141MitINN

kollomol WolybIod Profile for--;

I
litester's
MIMS

'
2

Sixth-year
reffroms

spa

Debra!
program

4
Total Invoibuot

in graduals prsyrios

Percent Percent Percent Percent

Less than $1,000
51,000-2,499
$2,5004,999
55,000-7,499
$7,506-9,999
$10,000 or more

9.5%
57.7
262
5.4
.2

1.0 '

13.7%
52.3
25.3

6.6

2.1

5.7%
-10.3

34.2
23.3

8.4
182

6.2%
42.0
29.5
13.0
2.8
6 5

Total 100.0% 100.0% 100.1% - 1810%

Not reporting 32.0% 87.2% 872% 11/1 29.2%

Mean expenditure $2,171` $2,313 $5,515 $3,487

Median expenditure 3$2 05a , $2,041 $4,995 $2,853

According to Table. 21 the mean
cost for superintendents was slightly
more than $2,000 on Masters pro-
grams with a total investment in grad-
uate education which averaged about
$3,500.

This study excludes any estimates of
costs of unearned. wages fltahe time
spent in graduate programs r might
have been used to provide income to
the student.*

The data with regard to lull-time
study in residence are at variance with
other information we have obtained
(NCATE study; see Table 11, p. 35
regarding part-time enrollment). The\
AASA study indicates superintenden \
spent two semesters in resi I
dence for the Masters degree and three
semesters full-time work for the sixth
year. If these data are correct, persons
obtaining all three: the Masters, the
six-year credential, and the Doctorate
spend a total ofseven semesters in full-
time study.92 °

If this is the case, it would be proper
to add to the dollar amount bf the out-

* For a discussion of this eostissee The
Schultz, "Investment in Human Capital," A
icon Economic Aeview, LI (1961), pp. I -17;
Gary Becker, Human Capital, New York: Co-

. lumbia University Press,,1964. p. 77.

of-pocket costs listed above the addi-
tional cost of two years salary f2r the -
Doctorate ,degriee and 1/2 of a year for
the Masters degree (unless, as we sus-
pect, the great proportion of work is
done during the summer sessions).

How is graduate education sup-
ported?

The National Academy of Sciences
data bank asks Doctorate recipents
how they supported their graduate -

study. The .data requested falls into
three categoties by the number of se-
`masters of support through:

a) federal assistance-9 programs
b) Institutional assistap'ce-5 ate-

gories
c) Own: and family support-5

areas
We have examined the information

on 4559 recipients of the Doctorate in
Educational Administration and Su-
pervision for the period 1967,-1970 in-
clusive. 69.05 percent of this group
(3148 individuals) supplied data on
33,811 semesters of study, an average
of 10,7 semesters per Doctorate candi-
date reporting,

Table 22 shows clearly that almost
80 percent (79.48) of them had to de-
pend upon self help for 58.71 percent



Table 22

Soares of Support, Educational Administration and
Supersitan, Des111011 1967-1170

Chewy

Portent
Rewdop

Pasant et
Sweeten

39.10 18.41
Institutional 58.10 19.94
Own or family 79.48 58.71

Table 23

Sane of Support, Educational Administration and
Supervision, Destorata 1317-11170

Penh et
Own or Family Permit imam

Eil N!
67.19 40.87
25.44 9.72
5.80 2.50

18.96 5.62
7.91 2.57

Own earnings
Spouse earnings
Family earnings
Loans
Other

school. liowever,-this is still the largest
single source of support from federal
.ources.

Estimate Three: Graduate students
in education spend about $2,000 out-
of-pocket to attain a Masters degree.

Cost of Graduate Degrees in
Education to the School System

The widespread diversity of size,
type and setting of the school districts of
the collatry are markedly reflected in
the national fiscal support and expmdi-
ture patterns. Whether one looks at the
wealth behind each student, the amount
spent per student, or the numbers of
students per teacher, the range is great.
And-surprising to most persons the
range within 'each state is almost as
great as the range in expendituFe in the
nation.

. Since education is primarily a per-
sonal service operation, the greatest
proportion (about 80 percent) of the
local expenditures go for salaries and
fringe benefits for teachers, adminis-
trators, bus delvers, and the many-other
related service pergonnel who maintain
the total complex.

The total amount spent for adminis-
tration-is large in dollars bt.t small in
proportion to the total operational cost.

During the 45-year period from
1920-1965 the proportion which the
U. S. elementary and secondary schools

of the semesters for which they report
support was needed.

The break -down in this category of
own or family support shown in Table
23 reveals that 50 percent of the semes-
tersters supported were by their own and(
or spouses' earnings. -

The G.I. bill which figured so prom-
inently as a source of support reported
by the superintendents in the AASA

iy does not loom as large with this
group. * Here 18.84 percent reported
support from this source for, 9.97.per-
cent of the semesters that they attended

* Of the fifty percent of supirintendents who
responded to this question on financial support
in the superintency study, an average of 69.4%
received ;GI or veterans benefits (American
School Superintendent, p. 49).

Tells 'AN
The Perentap of Net Caroni Expendihns

&heel Sysimos Spend for
Admaistrallen

High Top
'Nation Wien Omar Tenth
Raglan 1.70g cm% ,6.46% She

HI* Top
Medan Quetta Tenth
3.71% 4.s1g 6.43%

High Tip
Expd Median gorier Tenth
pulp 3.71% 421% 6.40%

1 2.84 3.57 4.49 1 2.58 3.20 3.65 1 4.71 7.47 9.59

3
3.92
3.81

5.03
4.63

6.16
6.47

2
3

2.90
3.24

3.35 ,L.4.19
347m, 4.73

2
3

3.44
3.68

5.11
4.90

7.52
7.30.

4 3.66 4.61 6.48 4 3.64 4.28 = 5.05 4 3.68 4.84 625
5 2.76 3.59 . 4.85' 5 3.89 4.87 525 5 3.65 4.72 628
6 3.43 4.50 '6.33 6 5.11 6.33 8.37 6 3.54 4.71 6.42
7 4.95 6.95 9.32 6.58 7.88 9.22 7 '3.39 4.16 5.14
8 3.91 5.72 ' 8.19 8 3.70 4.68 5.57
9 3.54 4.30 5.35



spent on administration fluctuated only
slightly from a low of 3.3 percent
(1957-58) to a high of 3.9 percent
(1939-40). This stabilitS, occurred dur-
ing a period wh n the proportion spent
on inStruction reared from a high of
61.0 percent ( 920) to a of 50.2
percent (11/4955-56 to 55.0 per7
cent (1965-66). During the same period
fixed charges rose steadily from .9 per-
cent to 6.5 percent in 1965-66.

In dollars spent for administration
the amount increased almost 30 fold
from $36,752,000 in .1920 to $937,-
646,000 in 1965-66.93

The stability of spending for admin-
istration evidenced on the national lev-
el is not present for administration on
a district to district level. In a recent
study which compared 'allocations by
district the median was 3.79 percent of
the net.expenditure, but districts in the
top tenth spent 6.48 percent as shown
in Table 24 on the opposite page.

Tlie fact that the top 10 percsnt of
the districts spend nearly twice as much
proportionally is partially'a function of
district size but also is affected by the
wide differences in salaries paid ad-

"' ministrators. .

Table 25 below shows that 3.7 per-
cent of the assistant principals in sys-
tems of 12,000 or more students .(not
the smallest districts) received less than
$8,000 in 1968-69, while 1.2 percent
made .between $17,000 and $19,000.
The same wide spread in compensation
extends all the way up to the level of
chief state schoUl officers where the
range is from $13,750 (Montana) to
$45,000 (New York).95

However, given the fact that it is
probable that all of the principals in
one state may receive more pay than
one or more of the State Superintend-
ents of Public Instrudtion, there is a
thread of policy which, Kilns through
most salary schedules- fot`141a1 school

Tthio 26"

Disirthadon of Salaries PaM Nomootary-Seliosi Assistant Prim**,
1961-611, hoyden, Systems with breams,* of 12,010 or Moro

Enrollmsod Whim1-2- 3-4-
100,000 50,000- 25,000-12,08,0--fin or More 99,999 49,999 24,999;

NAM. of Systeme %Mini Dam on

Total,
Strata

1-4

eamothery-Sdithi haled Prinsipals 20 24 83 172
Mwmfawr of Assistant Palo* Raperisd 1,559 300 301 378 2,538
Sahebs hid

Mean $13,696 $11,397 $11,661 $11,435 $12,846
Median 14,112 11,672 11,999 11,487 13,381

Distathiso
Below $8,000 .4 5.3 9.3 11.6 3.7
$ 8,000-$ 8,999 .1 8.3 8.3 108 3.7

9,000- 9,499 .3 6.0 2.7
33.7

2.2.
9,500- 9,999 .8 7.0 5.0 2.5

10,000- 10,499 6.8 4.3 4.0 6.9 6.2
10,500- 10,999 5.3 7.3 .3 5.3 6.0
11,030- 11,499 3.0 7.3 .0 5.3 46
11,500- 11,999 2.4 13.0 6.6
12,000- 12,499 4.4 44.0 , 6.6 6.9 6.2
12,500- 12,999 5.1 7.0 7.3 5.6 SA,
13,000- 13,4a9 5.1 7.7 '11.6 8.2 6.6
13,500- 13,999 12.7 ' 4.0 .;. 7.0 5.0 9.9
14,000- 14,499 15.8 3.3 .8.3 4.0 11.7
14,500- 14,999
15,000- 15,499-s

13.6
9.9

2.3
1.0

." 5.0
2.3

2.9
5.3

9.7
7.2

15,500- 15,999 10.6 1.0 1.1 6.9
46,000- 16,999 22 1.0 . .7 1.9 1.9
17,000 - ,18,999 1.4 .3 2.4 1.2

Total WS KS 1111 1N.1 IN/
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employees. This is the general accept-
ance of the "preparation type" salary
schedule. Under this type of approach
school systems pay for:

1. Type of position: teacher, coun-
selor, principal

2, Amount of education: AB, MA,
Specialist, Ph.D.

3. Number of years of experience:
in the system, in another school
system

While there may be a large overlap
in the various schedules such that a
young nets; principal May have some
high degree "old timers" on his staff
Who may get a bigger pay check for
classrooin teaching, in general we can
say that the largest salary differentials
are accorded in the order listed, above,
namely: position, degree status, expe-

'rkence.
Benson pointed out the positional

differential in terms of lifetime earnings
in Minneapolis:

For example, in Minneapolis, it was
found in ,1966-67 that the present value
of the lifetime earnings of a teacher who
succeeded to a junior high principalship

Over 100,000 pupils:
50.000-99,999 pupils:
25,000-49,999 pupils:
12,000-24,999 pupils:

after 10 years of teaching was 5178.622.
while the present value of earnings of a
person who remained in the classroom
while accumulating 30 semester' credit
hours after the Masters degree was only
$162,000. Relative to earnings for 40
years of teaching with a Bachelors de-'
gree only, the extra pay was nearly twice
as great for the principal as for the well-
trained teacher: $35,394 as compared
with $18,794. [See Charles S. Benson and
Clifford P. Hooker, A Study of Salaries
fbr Professional Personnel inneapol is:
Minneapolis Public Schools; t967), p.
8.]97

For the., purposes of this study We
haye examined the salary schedules of
a number of districts of varying size in
this country -to find if there were a com-
mon thread of implicit policy which
runs through the schedules and Might
illuminate the various values placed on
position, degree and experience. We
use this as an illustration and not
claim as being representative of the o
eration of the system as a whole-Lif
such were even possible!

" From this analysis of 16 districts!
Of varying size different parts of the
country we found 'that payments above

New York City, BaltimorekosAngeles, Chicago
Porjland, Ore.; Denver, Cob.; Buffalo, N.Y.; Austin, Texas
San Jose, Calif.; Jersey City, NJ.; Youngstown, O.: St. Landry Parish. La.
Visalia, Calif.; Boise, Idaho: Duluth, Minn.; Buncombe Co., N.C.

Table 28

*slim Degree Stapitrjperwy

lasallirdl-71
Salary llohar , Mader Speetallet Total

Under $13,000
54.7 13.0 4.9 16.8

N 127 241 4 372
$13,000414,750

24.1 21.2 9,8 2.0 20.7
56 393 8 1 458

$14,751-$16,2N50

;1°
9,9 21.5 23 .2 7 .8 20.0

23 397 19 4 443
$16,251-$18,000

% 10.3. 25.6 29.3 31.4 242
N' 24 473 24 16 537

Over $18,000
0.9 18 ,7 32.9 58 18.3
2 346 27 30 405

TIM 232 1861 12 61 2116
Permit 11i ,33.6 3.7 2,3 111

Chisquare Statistic w. 378.855 with 16 degrees of freedom (Significant at the 0.000 level)
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the basic salary schedules were in-
creased on the average as follows:.

Percent of
Increase

1. Position (the
principalship)

2. Unit of Education
(Masters)

3. Years of experience

65

'10-11
4-6

Since the increment for the principal-
,ship was adjusted in eath instance to

the length of, service during the year
(most principals, work more days. than
teachers) and the principals' salaries
were also compared to teachets' sched-
ules at the Masters degree and five
/ear; experience, level ;(the general en-
try point for the principalship), we feel
that this estimate is in the ball park.
The range of position payment differ-
ence is 40-12.0 percent with the average
65 percent. On the basis of 'these data
we arrived at the following:

Estimate Four: School systeepay
approximately $750 per year if eren-
tial to teachers for the Masters degree. s.

= Estimate Five: School systems pay
approximately $5,800 per year for the
position of principal over and above
that for a teacher.

f

Actual Salaries Paid in Michigan
To examine if the degree level and

experience. factors are in fact reflected
in principal salary'payments, we cm--
piled four contingency tables to sh
the relationship between salary rees
and experience at the elementary and
secondary principalship levels in
Michigaq.

The tables below show conclusWely
tha the largest propertions of the low-
est alaried principals, under $13,000,
(54. % elemenpry, 60.5% secondary)
are in the Bachelors degree categories
and the highest proportion. of the high-
est salaried principals, $18,000 plus,
are in the Doctorate category (58.4%
elementary, 75.0% secondary.)

Salary levels are also related to the
years of experience. Those with less
experience are more likely to be in the
loWer ranges of the salary scale than
thotewho-have given-wove time to the
system. Tables 28 and document
this fact. For the elemeritary principals
58.6 percent of those with 0-4 years of
experience make under $11 fs.10 while
ohly 7.9.percent,of those witi. .ore than
39 years of experience get this salary.
Twenty -seven percent of those at this
leVel Of expirienee are in fact making

Table 27
Degree Mato and Salary

Miehlaan-Seemdery PrInelpeit
110-70

Salary kw WWI, Mader Speolallet Dist, Total

Under $13,000
. %

N
;1000-S14,750

%

S14,751416,250

N
$16,251418,000

%

Over ;18,000

Total -
Pi not

1

60.5
26

18.6
8

9.3
4

9.3 ..

4

2.3
1

43
4 .0

10.1

96

18.6
177

, 16.9
161

203

,.
197

33.6
310

560
$1 2

1.8
P

7.1
4 ,

16.1

9

26.8
15

48.2
27

65
62

4.2
1

4.2
1

16.7
4

75.0
18

4

11.5
123

17.7
190

16.3
175

20.r
220

34.
365

0

1173 .
100.0

Chimers! Statistic 140.947 with 16 degrees of freedom (Significant at the 0.00vel)
k4e



over $18,000.
The same situation is true for' the Summary of Present Estimates

secendary principals which can be seen
by examining Table 29. Those in the
014 years of experience category make
up 59.1 percent of those earning less
than $13,000 per year while those who
have given over 39 years to the system
.have only. 14.3 percent of their ranks
earning this amount. In fact, 60.7 per-
cent of those with more than 39 years
of experience ale salaried over $18,000.

Because the data come from a vari-
ety of sources they can be quite differ-
ent, as we have indicated in the dis-
cussion of each variable. The reader
could be quite correct in challenging
the assumptions and developing his
own estimates for a particular situa-
tion. (State, higher education institu-
tions, or type of student group)

Table ES

Experlenee and Salary, Stlablian Elementary PrInalpals 1199-70

Over
lary ' 0-4 6-9 10-14 16-19 20-24 26-29 30-34 35-39 39 Total

Ul-ar $13,000
58.6 39.2 16.7 9.8 11.9 10.0 6.7 11.4 7.9 16.8
34 127 76 49 28 22 12 15 9 372

$13,000-$14,750
, % 25. 33.0 23.7 18.9 14.0 16.0 12.3 18.9 16.7 20.7

N ,159 107 108 94 33 35 22 25 19 458
$14,751-$16,250

6.9 17.9 23.7 22.1 20.0 19.2 20.1 19.7 10.5 20.0
N s 4 58 108 110 47 42 36 26 12 443

516,251-518,000
Es 7. 26.8 26.3 26.4 29.2 27.4 29.5 37.7 24.2
4 23 122 131 62 64 49 39 43 537

Over $18,000 ".
% 1.7 2.8 9.2 22.9 27.7 25.6 33.5 20.5 27.2 18.3

1. 9 ,42 114 65 56 60 27 31 405

Total 68 ° 324 468 488 236 219 179 132 114 2216
2.6 14.8 298 22.6 10.6 9.9 9.1 10 5.1 tou

Chisquare statistic 441.712 with 32 degrees of freedom (Significant at the 0.000 level)

Table 21,

Expellees and Salary Mid,* Sessefiary Prins** 1193-70

Salary 0-4 6-9 19-14 16-11 20-24 26-29 30-34 36-39
Over

39 Told
Under $13,000

tio

$13,0b0-$14,750,

N
914,751416,250

%
N

516,251-518,000

Over $18,000

tl
Teti
Pliant

59.1
13

9.1
2

9.1
2

9.1
2

13.6
3

22
2.1

31.5
45

32.9
47

181
26

10.5
15

7.0
10

149
13.3

10.5
24

24.1
55

24.1
55

19:
45,

21.5
8

IFS
21.2

6.2
19

'16.7
51

18.7
51

26.2
80

321
98

Xi
28.4

5.2
8

13.0
20

13.0
20

24.0
37

44.8
69

164
14.4

4.0
3

9.3
7

9.3
4

24.0
18

57.3

76
7.0

5.3
4

2.6
2

10.5
8

15.8
12

65.8
50

71
7.1

7.1
3

9.5
4

4.8
2

16.7
7

61.9
26

42
3.9

14.3
4

7.1
2

3.6
1

14.3
4

60.7
17

28
2.8

11.5
123

17.7
190

16.3
115

20.5
220

34.0
365

1913
100.0

Chisquare Statistic / 297.068 with 32 degrees of freedom (Significant at the 0.000 level)
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I. The costs of education--- Masters
degree L

a. To the higher education--
institution ./ . . . . $1,800
($3,000$1,200 paid
in tuition)1

b. To the student 2,000

$3,800
2. The costs to the school system .

a. Teacher salary differential
for, aMasters degree
,(atunkally), $ 750

b. Principasalary. differential
for position

lannuallyj . . . $5,800

Putting this on an annual,paborial..-
basis

The present hunibertof .

Makers in edhcatio#ptOnute4
is at80,IXI4 person's.' Therefore,
ins*** are

tO'
at die degree
89,000 ,X .$2,000 60,090,00;

The major costs upon which we
have made decisions are:

a. To the higher education institu-
tion: Many institutions' programs at
the Masters degree in education level
are self supporting from tuition and
fees. Are we proper in ionsidering an

institutional contribution of $1,800?
We don't know but feel there is con-
siderable subvention of higher educa-
tion data that has yet to come to light.

b. To the individual: What about
foregone income? If individuals take off
two semesters to do full-time. study,
doesn't the iitividual contribute 1/2 rd
of a year's salary which @ $10,000 per
year could approximate $6,700? We
think that the great majority of students
in education get the Masters degree
while holding a full-time job and there-
fore did not include this in our cost es-
timate.

c. To the school system': The -NEA
reports that the average salary dif-
ferential for the Masters' degree on sal-
ary schedules has nearly doubled in
dollar amounts between 1962-3 and
1969-70, from $348 to $675.98 How-
ever, the larger cities pay considerably
more for the attainment of the M.A.
NeW York City pays $1,500. Since
there ate many more teachers in the
larger systems, we feel our $750 es-
timate to betenable. In actual practice,
the salariei paid to teachers averaged
$9,218 while that paid principals was
$15,126 for 1970-71 according to NEA
estimates. This difference of $5,908 is
slightly higher than our estimate. of
$5,800.99

However, two questions come to
mind with regard to these data.

I With the lack of evidence that a
Masters degree teacher performs better
in the classroom, is the system wise in
spending almost 850 million dollars for
this degree alone or could these funds
be directed toward some reward system
related to pupil growth?

2. Since the public schools are pay-
ing a differential of over 400 million
dollars for the principalship position,
why is to little attention being paid by
the federal government to this key slot?
Only about $4 million out of over 5 bil-
lionIs directed toward upgrading ad-
ministrators, none of which is pointed
directly toward the principal.
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1
II A Plan for
II Principal

Improvement
Gifted man or woman power, it

seems, does not automatically result
from the completion of prescribed
courses in education. Many Americans
have made important contributions to
education without benefit of the, Doc-
torate. Among them are two former
U. S. Commissioners of Education,
Francis Keppel and Harold Howe.
Some outstanding leaders have come
from quite different disciplines. James
B. Conant was a physicist before he
became president of Harvard. Horace
Mann was trained at law. It is all very
well to st that we need extraordinary
men and omen to fill positions of edu-
cational` 'cadetship. But where are
they? As has been stated by a number
of people, "American education, un-
fortunately, has no surplus of able, en-
lightened, creative, knowledgeable, and
effective.leaders."

In our opinion we must make the
best use of what we have, both in terms

of the system itself and the people who
command h. We do not favor' making
major structural changes in the locally-
based system. The system we have cor-
responds to our deepest instincts as
people. There would be no advantage
to turning the whole thing over to the
federal government. What can be done?

Just as the principal's role and per-
formance need to be examined in the
context of the -social system in which
he works to arrive at an understanding
of the influences of social forces and
pressurei on him, a training program
needs to draw attention to forces ex-
ternal to the school.

School administrators have been
thrown, somewhat against their own
inclinations and desire for order and
,symmetry, into the center of all the is-
sues and pressures of American society.
Some are finding the pressures unbear-
able and are quitting the field of educa-
tion altogether. Several problems can



al.

force them out: actual attacks, teache4
strikes and negotiation, the caliber of
superintendents and school board mem-
bers, inadequate financing, student un-
rest and general social-cultural ferment.

Because of the inflexibility of grad-
uate programs to change Doctorate de-
gree requirements, several attempts to
provide training and development op-
portunities without a degree have been
started. One; the Washington Intern-
ships in Education, has been in opera-
tion for six years with about one hun-
dred persons completing ith one year
program. The goal of the program is to
provide a national perspective for about
twenty persons a year and is not con-
cerned about where the interns decide
to take positions after their internship.
It is believed that they will choose as-'
signments where they feel they can
make' maximum -use of their learnings
and thus contribute to education in
its broadest sense. It is interesting to

-A

note that education's largest employer,
the public elementary and secondary
schools, has attracted only eight of
these people. Further, only one of these
eight has not already received or- is in
the process of earning a Doctorate
through some higher education institu-
tion.

The Office of - Education has just
started the National Piogram for Edu-
cational Leadership involving seven
institutions and agencies to attract per-
sons from other fields (theology, law,
engineering . .) into education and
provide expetiences and training for
them to enter the field of education in
leadership roles. (No degree is granted
and presently only 3 persons are in-
volved.) :

It seems evident that a training focits
on the key persons in charge of the in-
dividual schoolthe principal =-can
result in a direct improvement of the
school. This training must be of a new
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type which would take the principal out
of his immediate environment and ex-
pose him to national problems and
processes, training that would give him
diversity of eiperience and knowledge
to bring back to his leadership of the
school and community. Many studies
have pointed out the effectiveness of
those with amore cosmopolitan orienta-
tion:

more innovative principals se-
cured their information about curricu-
lar innovations from more cosmopolite
sources than did less innovative prin-
cipals100

-successful principals are more
mobile--less are employed in the area
where they were reared101

the highly innovative principals
had more participation in conventions
and 59 percent of them said they had
travelled outside their districts for pro-
fessional reasons (vs. 38 percent na-
tional average)in

elementary principals in develop-
ing programs to meet the needs of local
schocils must be prepared to cope with
environmental changes of a society
with a strong social purpose.103

We concur with many, ideas ex-
pressed in a recent article, "A New Kind
of Principal," by Willard Wayson when
he stated concerning training:

Training: Look for knowledge rather
than credentials. Value breadth of educa-
tional experience in a variety of settings
and fields: Training in education is not
necessary and may even be detrimental to
problem solving in today's schools. Look
for knoiviedge of sociology, political sci-
ence, community organization, innovative
educational ppcesses, organizational
change processes, or related fields. Look
for knowledge of social problems and a
willingness to hypothesize their causes,
but distrust answers that imply that causes
are not often separated in time and dis-
tance from effects. Reject answers that
imply that social problems are just too
complex to be resolved. Seek evidence of
intensive knowledge of organizations and
how they function. The candidate_should
know about the usefulness of organize-
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tions for attaining goals, the relationship
between organizations and society, the
influence of organizations on people, with-
particular knowledge about the pathology
of bureaucracies (not to denounce bureauc-
racies but 'to prevent their ill-effects). The
candidate should also have knowledge of
educational goals and should know how to
locate and use resources and expertise ,to
help develop a school that can attain those
goals. He should show that he knows that
the usual simple statement of goals is of
little value in either organizing or evaluat-

ese criteria call for a different kind
of rson to fill the principaslship. Our
world demands educational, reform, and
reform necessitates change. Despite wide-
spread attempts to do so, one cannot pos-
sibly change without changing.' Changing
the product of an organization requires
changing what people do. What the ad-
ministrator does always affects 'what peo-
ple do and what they produce: thus, chang-
ing the principalship seems imperative for
improving education. Consequently, the
recruiting or the training ofprincipals who
function differently should be a major
priority of educational reform. These
principals will have different experience,
different training, different attitudes, dif-
ferent loyalties,, and different functiOns.
The new principals, whetever we can find
them, are the best source of information
about just what those differences might
be. America can ill-afford to ignore their
contributions or permit their demise as
long as the school system is supported as
an influential and powerfu; social institu-
tion. Even if its present format structure
should. decline in importance, education
as a social process cannot be eliminated,
and it will reappear in some new organi-
zational forms. From all indications, these
new forms will depend on competent lead-
ers who have, the, skills and who perform
the role exhibited by the new principal.104
""

Our goal is to give ,a large number of
our present principals "different expe-
rience, different training, different boy-

-aides, and different functions."

-Proposal for a Three- Phased
Action Program

How Ivould we do this?
We propose a refocused three-phased
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action-oriented program that would
deal directly with the reform of the ex-
isting system in a training and develop-
ment Capacity and that would concern
itself solely with public school prin-

tipals and assistant principals. Such a
program must deal, with the following
areas: (a) questions that -should be in-
vestigated; (b) method of implementa-
tion of reforms; (c) organizational
structure and operations of the pro-
grani; and (d) costs.

A. The Questions
About Leadership Personnel

The need for teacher training has
long been recognized and is met with
the allocation of a great deal of -nation-
al effort in money and programs. I'S the
training of school administrators as
important as that of teachers? Should a
national program consider the public
school principal and his development?

While American education has
attempted in the last twenty years to de-
fine teaching, have we tried to deter-
mine what a good principal does and
how to enhaiice his effectiveness?

Will the continued lack of interest
in the importance of the principal result
in further decline in the profession? Is
some focus required to recruit better
personnel and ensure high quality pro-
grams for training?

Can we identify a process that will
further support a principal beyond his
training period?

About the School System

While there are many good prin-
cipals in our public schools today, is
their excellence in spite of or because
of the system? Could a program of lead-
ership development for those ,people
who,are directly in charge of the schools
have a new impact on the system?

Is there a way of upgrading the
existing system without psychologically
downgrading those presently servi4it?

Can a program be devked which

will enlist the support of the system to
the advantage of the individual partici-
pant and his school during and after his
Participation?

Through what type of individual
can gains to the system be maximized?

What procedure can assure that
gains in personal development for those
holding leadership positions will dirw-
ly benefit the system and not result in
`their exodus from it?

B. Method of Implementadon,
Because of the scope of the proposed

project its specific implementation can-
not be described in this proposal in de-
tail. In outline form, however, it would
perform the following tasks, all de-
signed to enhance the overall under-
standing and ability of American public
school principals:

1. This project, national in scope,
would provide 1,000 principals or as-
sistant principals per year with an op-
portunitylor a full year's training. (The
1,000 selected from the under 35 age
pool Whieh presently numbers around
13,000).

2. The project would operate for five
years* so. as to provide an opportunity
for 5,000 of the present 13,000 under
35 age pool.** (We expect that this
age group will increase as the program
becomes known to districts and individ-
uals. Thus, if eight percent of the
88,000 principals and assistant prin-
cipals leave each year retirement,, etc.
a larger proportion will gradually
enter from the below 35 age group as
repilacements.)

3. The training program would
focus on 'task completion ventures
which lend themselves to establishing

* hive years is the usual 'maximum life
potential of any special federal program. How-
ever, at the end of five years one 'in eighteen of
the total principals serving American public
education will have directly participated.

**Some adjustments to this age limit of 35
may be required in urban areas to lowest ten
percent in age.
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performance criteria for deCision-mak-
ing and other leadership actions.

4. The training program and the
selection of participants would utili
those elements inside and outside UM
existing system most capable and re-
ceptive to the goals of the program and
the effectiveness of the individuals in-
volved during and after participation..

(Complete dependence on univer-
sityi resources is one of the system's
present weaknesses.)*

5. Each participant would have ex-
tensive oppprtunity for self-growth, but
would also be fully aware of involve-.
ment in a national program and identi-
fic'ation with the "cadre" of the future.
(A conscious use cif the Hawthorne ef-
fect waited in the Peace Corps.)

6. The program would carefully
utilize the scarce talents available to
The 'training prograniso as not to place
an overload on the time and skills that
individuals and institutions are willing
to provide.

7. External evaluation procedures
and vehicles form a part of the overall
plan. Such activities would be described
and programmed at the outset to give
feedback for prog/am improvement as
well as assessment of total effect.
. 8. The principalsto ensure pro-
gram impact on local schools and dis-
trict release of paiticipants--would be
required to serve their local school for
at least two years after the completion
of their program experience.

9. The overall program would pro-
vide project support to principals for a
year or two after their participation in
the program so as to asture the school
and the district of a residual share. in
the development effort.**

* See Newman, Report on Meier Educa-
tion. Chapter 13, pp. 61-86 for their discussion
on new types of educational enterprises.

** An effort will be made to enlist the largely
untapped resources of local foundations in
these individual school projectsperhaps on
some kind of matching basis to stimulate par-
ticipation.

The implementation of these activi-
ties could occur in three planned phases
adhering to the following schedules:,

Phase IPreliminary Activities
(One Year:
September-August)

Phase IIDevelopmental Activities
{One Year:
September-August)

Phase IIIOperations and Imple-
mentation
(Five years:
September-August)

PHASE 1: Preliminary Activities
This phase of the study would of ne-

cessity explore* the overall feasibility of
the project and the advanced planning
of its operations and implementation.
All of the ideas and goals of this project
are merely hypotheses that must be ex-
plored. Such an investigation necessi-
tates consideration of the following:

Participation in the Project
Can and will the organizations

listed (a foundation, the U. S. Office of
Education, a State Department of Edu-
cation,' a consortia of public education
agencies, a suitable non-profit organi-
zation, the local school districts) coop-
erate in such a venture?.

Are there others that should be in-
volved and in what manner?

What relationships can be de-
veloped to 'ensure their cooperatiOn irk
the project?

Resources for Training

What resources are available or
must be acquired to operate the various
training and developmental stages of
the project?

After resources are identified what
will be their planning needs?

Principal Receptivity
What is the receptivity for such a

program among the principals in, the
under 35 age group?



What recruitment processes must
be worked out?

What kind of program will have
the most impact on the principals (in
their view)?

Funding
What funding mechanismi must

be established to perpetuate the pro-
gram?

Can this project operate under ex-
isting legislative and administrative reg-
ulations?

Organization
. AViit kind of operational methods

should be devised to handle the prin-
cipals in the program?

What organizational structure
must be developed?

Personnel
What personnel should be sel ted

to work in the training,phases?
Should such personnel represent

various segments of the education
community?

We estimate that the foregoing ac-
tivities will demand about one year
(September-August). A staff of four
would seek the answers to the basic
questions expressed and implied in this
proposal, obtain the necessary approv-
als of the program concept by the vari-
ous participating agencies, and select
program elements. and resources for
the Developmental Phase. Project pub-
licity announcements would be released
at the conclusion, if Phase I is success-
ful.

PHASE II: Developmental Activities
The developmental phase of the pro-

gram, would consist of one year of ac-
tivities in which all components of the
program would be designed, identified,
and procured. All such activities look
forward to actually implementing Phase
III (operations) of the program the fol-
lowing September.

A regional office structure would be
established based on the U. S. Office of
Education's teal, regions, substituting
Washington for Philadelphia, but in-
cluding Boston, New York, Atlanta,
Chicago, Dallas, Kansas City, Denver,
San Francisco, and Seattle. The process
of selection of the 1,000 principals
would begin in September. All such
selections would be concluded in Feb-
ruary. (Local district contractural ar-
rangemest inevitably require this cut-
off date.) e training program ele-
ments woul be designed and developed
by the selec agencies under project
supervision see ORGANIZATIONAL
STRU RE AND OPERATIONS).
Fifty group leaders would be selected,
five each by the ten regional associate
directors. The staff would orient them
during June and July on the goals and
procedures of the program.

In this year, all plans would be
readied for the actual training of the
principals and the implementation of
Phase III, Operations.

P ASE III: Operations Phase
In September of year X, one thou-

sand .principals would take part in a
training and development program to
last from September to September with
the month of August reserved for vaca-
tion.

Phase III would carry out two main
goals:

First, since most principals are the
products of local districts and local uni-
versities, the program would provide
experiences and learning opportunities
which would expose them to conditions
and thinking on national, regional, and
state levels.

Secondly, the design of the programs
would provide a ',decompression" se-
quence. The principals would first ex-
perience a highly structured design;

. then one which emphasizes individual
development; and finally a design
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which stresses a single project commit:
ment. It is our feeling that 'the highly
circumscribed environment in which
principals presently operate would
make it impossible for them to adjust
to a largely individualized program
such as Washington Internships in Ed-
ucation provides. (However, the major
gain of the W.I.E. approach psycholog-
ically appears to be an increased "toler-
ance for ambiguity" not something
to be taken lightly in our increasingly
changing society!) Thus, we propose
to move the principals from security to
freedomfrom training .to develop-
ment. For that reason, insofar as pos-
sible, the various aspects of the pro-

, gram wo'ild culminate in a task per-
formance by each memberan actual
decision, a simulated choice, an anal-
ysis of alternatives .. .

Both .of 'these goals provide prob-
lems in setting up the program. How
can the program provide t1.- principals
with wide exposure without "show and
tell" superficiality? How can it struc-
ture decompression without overload-
ing certain parts of the training system
at a given,point in time?

We would include the following ex-
periences and/or substantive exposures
in the prOgrarri:*

1. Technology and its relationship
to society and education.

2. Process and product in national
policy development.

3, Implications of community or-
ganizations.

4. The role of state agencies in the
U. S.

5. A multi-cultural vs. melting pot
society.

6. Management theories and ,prac-
tices.

7. Evaluation and decision making.
8. The economics of society.
* See Appendix B for a general statement

as to how the proposed New England Regional
Office might provide the program focus on
technology in its relationship to decision mak-
ing in education. .
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9. Divergent educational views and
practices.

10. Esthetic and cultural expe-
riences.

Approximately 100 principals and
assistant principals would be in training
at each of the ten regional' centers in a
given month. During the ten-month
period each participant would receive
a month's training and exposure at
each of the ten regions. Each center
would be operated by a regional co-
ordinator who would each be assisted
by five group leaders at a given time.

C. Organizational Structure
and Operations

Thus *far the Congress and the Of-
fice of Education kave,allocated funds
almost entirely to the universities to
operate training programs for educa-
tional personnel. However, the type of
program we envision will utilize a dif-
ferent set of institutions for the various
aspects of the project. While certain
universities may be involved, we do not
propose to grant them complete- con-
trol.

The institutions that we hope to in-
volve and the expected nature and
scope of their involva tent follows:

1. A Foundation would:
a. Support those feasibility and ex-
plofatory aspects, of the program
which will be necessary to gain the
support of the U. S. Office of Educa-
tion.
b. Support the development of per-
formance criteria and its application
to program participants and to the
participants in general.
c. Support preliminary program de-
velopment activities.
d. Support external and process eval-
uation.
e.,Support certain conference ex-
penses and other activities not funded
by the Federal Government,



2. .The U. S. Office/ of Education
would:

a. Provide necessary program au-
thorizations and financial alloca-
tions.
b. Assist program announcements
and dissemination.
c. Appoint a National Advisory
Council on Educational Leadership
(leaders from all parts of the society).
d. Provide the necessary reporting
and auditing capabilities. ,

e. Make program opportunities avail-
able through regional offices and
State Superintendents of Public In-
struction.

3. A State Department of Education
would:

a. Receive federal fund.4 for the pro-
gram.
b. Arrange to pay salaries to the
school districts of selected principals
involved.
c. Sub-contract with a suitable non-
profit organization for program op-
eration.
d. Develop performance criteria.
e. Award an appropriate degree

based on program performance.

4., A Consortia of Public Education
Agencies, would:

a. Aid in dissemination of program
objectives and create a pool of appli-
cants.
b. Determine the final screening and
selection of candidates.
c. With the assistance of its members
aid in programs relating to the vari-
ous states and regions.

5. A Suitable Non-Profit Organization
would:

a. Maintain acontract with a State
Depirtment of Education.
b. Administer all phases of the pro-
gram, not specifically allocated to
other agencies.

6. Local School Districts would:
a. Assist in pttblicizing programs.,
b. Nominate and endorse principal
candidates.
c. Release principals for a year.
d. Aidprincipals in project continua -i
tion and consummation on return to
district. .

e. Assist in evaluation of program ef-
fectiveness based 'on pre and post
performance of participants.
f. Cooperate in the individUal school,
post-piogram project.

D. Costs
The proposed program will cost less

than forty million dollars a year when
fully operational. This sum, though
large, is less than one tenth of one per-
cent of the monies now spent on the
public schools and would amount to
about one and a half percent :bf the
total federal public' elementary and
secondary educational exp'enditures.

After only five years of operation
the program will make a direct, a
marked, and a positive contribution 10
the effectiveness of one of every '18
principals and schools in the nation.

Our present cost estimate of a fully
Operational prograth would be approxi-
mately $33 million per year. About

'two. thirds Of this amount will be salary
reimbt ments to the districts and per
diems or the principals while they are
participating in- the program. The re-
maining amount will be in training
costs, travel, and operational expenses.
Obviously, this aspect of the overall
budget needs to be developed at some
future date.

Preparation for the operational year
will include the costs,of the Preliminary
Phase I- at $213,000 and ofethe De-
velopment Phase II at $1,695,000.

Is this cost 'too high for the repair of
a faltering system through seizing the
principal opportunity that we see as
eminently graspable?

We think it is reasonable.
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Appendix A

Mobility of Doctorates (Educational Administration/Supervision)
as Compared to All Doctorates

The most educationally mobile in the field of educational leadership are those attain-
ing the doctorate". They comprise about two percent of the) 5000 people, .vho fall into
the category of "leaders" in education. They are three percent of the-principals, 15 per-
cent of the superintendents. The payoffs in terms of promotions, salaries and prestige
reward those attaining the doctorate. The stimulation has been such that the number of
doctorates awarded in education has growit rapidly and in 1970 outnumbered doc-
torates in all other fields. Since educators in leadership positions tend to take the doc-
torate in educational administration and supervision, a look at the geographic mobility'
patterns of these peoplethe most highly credentialed in the fieldin comparison with
the other doctoiates can give us some ideas about their careers.

From the data bank on doctorates at the National Academy of Sciences we have been
able to develop exact information on the geographic mobility of those who achieved
the doctorate in educational administration and supervision from 1961-40. The follow-
ing table derived from these data based on individual questionnaires showi the per-
centages of doctorates1during the period. 1961-70 who remained in the same State at
the following career transitons:

State of high school to State of baccalaureate institution
State of high school to State of doctorate institution
State of high school to State of post-doctoral employment
State of baccalaureate to State of doctorate institution
State of baccalaureate to State of post-doctoral job
State of doctoral institution to State of post-doctoral job

All dobtorate recipients in the U. S.' (excepting foreign students), -numbering
109,071 doctorate degrees of which 8,521* were in educational administration and
supervision, are included in this 'study. It is obvious after a brief look at this table
that those having attained doctorates in educational administration and supervision
are much more likely to remain in the same State at each of thesekcareer transitions
than are those taking doctorates in other fields. The first career move measured
from State of high school to State of bachelors reveals that both groups are consider-
ably less mobile at this stage than they later become. But even at this first career move,
the educational administration/supervision doctorates were more likely to remain in
the same State (10 perdent more did) than the others.

The transition from State of high school to State of doctorate reveals that a greater
proportion of the doctorates, excepting those in educatiorial administration and super-
vision, go to a differefit State for the docteno, than the State whire they received their
high school education. Only 31 percent were in the same State for doctoral study as for
high school; whereas, 53 percent of the educational administration and-supervision doc-
torates had both their high school and doctoral work in the same State. In fact, the
same proportion of educational administration and supervision doctorates-53 per-
centwere found to have their first job.following the doctorate in the same Statz as
they had achieved their high school fvlucation, while only 26 percent of all other doc-
torates combined fell into this pattern.

*There is no agreement on the numbers of doctorates awardedannually. The National Acad-
emy of Sciences figures which are collected from individuals tend to be higher than the U. S. Of-
fice of Edueation's which ars.supplied by the higher education institutions.
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Looking at the geographic career movements from bachelors degree to doctorate and
to job, again the educational administration and supervision doctorates lead the other
doctorates in the proportion who are in the same State at each transition. Fifty-five per-
cent remained fn the same State where they received their bachelors to do the doctorate
compared to 35 percent of all other doctorates who remained in the same State during
this transition period. The same percentage-55applies to doctorates in education-
al administration/supervision when comparing State of bachelors to State of first job
following the doctorate. This figure compares to 29 percent for all the other doctorates
who remained in the same State as their bachelors institution for their first job.

From the doctoral degree to first job, 61 percent of the educational administration/
supervision doctorates remained'in the same'- State while only 35 percent °hill the
other doctorates did so. The geographic mobility of the educational administration and
supervision doctorates is thus considerably less than it is for dobtorates in other fields.
From the earliest to the latest career moves recordedState of high school to State of
first post doctoral jobthe other doctorates have twice ps much geographic mobility.
It "would, appear ,that the educators are more Local in comparison to their fellow
doctorates.
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Appendix B

A General Statement Concerning the Proposed
New England Regional Office

Allan B. Ellis
Director

Center for Educational Software Development
New England School Development CoyncIt

55 Chapel Street
Newton, Massachusetts 02160

The program of the regional office 'to be established in Boston will focus on tech-
nclogy. Specifically the central concern of the program will be with technology in its
relationship tcdecision-making in education. While we will cover with each group
of participants most if not all of the broad range of issues and concerns suggested by
this themein two respects the focus will be narrowed. In each respect the narrowing
stems frog the way we propose to use the word 'technology' and the term 'decision-
making,' but as you will see, there is no reason to expect that the consequence of such
usage will hamper the participants' study of the central theme.

Technology

We narrow the focus of the program first by taking the word 'technology' to mean
general purpose electronic digital computers. Because technology embraces machines
in general, it may seem unwarranted that we restrict ourselves to one particular ma-

r

chine, and yet because of what machine's are, we gain rather than lose by concentrating
on computing machines. Machines execute procedures, and each machine is the em-
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bOdiment of the procedure it executes.. Conversely, a well-formed statement of a proce-
dure describes the machine,needed to carry out 'that procedure and, therefore, there is
an .intimate relationship between proc nd the machines that execute them. For
this reason, thinking about techno means thinking about procedure.

When-we substitute the computer for the apparently more general notion, technology,
our ability to generalize is not danriaged because a computer is a device whose job is Co
accept descriptions of other machines and to imitate the behavior of those machines.
This description.--the computer programis at the same time an explicit statement of
a procedure and the "blueprint" of the machine needed to carry it out, and therefore,
whether or not we can get a computer to execute a given procedure depends primarily
upqn how well we understand the components of that procedure. and how imaginative
we are in conceiving pl.ocedures in terms of thetasic elements of which they are coin-
-prised. Centering our attention on a computer, therefore, has the advantage that we de-
pict a machine in terms of such procedural statements and thus maintain a clearer at-
titude about the relation between machines and procedures specifically and in the end.
about technology in general.' '

Naturally, concentration on computers will not exclude consideration of aspects of
certain other ttchnologiescable television, for instance but even here the focus will
bit upon the implications held by the wedding of these other technologies with the in-
formation processing capacities of computers.

Decisloit- Making

The second way we narrow the theme of the proposed program is to restrict our con-
cern for decision-making to the process of deciding about educational programs. The
intention ,here is to examine both the' principal's role and the procedures available to
him in the decision process relating to such aspects of his school's educational pro-
grams as assessment of needs, formulation of objectives and priorities, selection of,prcit
grams, program management, and the analysis of outcomes.2

Now this restriction is not a device to exclude other areas of decision-making in
schot,ls for instance, those which on their face might appear to be purely -adminis-
trative" decisionsbut rather a device to focus our attention on the extent to which
such decisions tentually relate to or otherWise affect the school'i educational pro-
gram. Thus decisions in such areas as facilities planning, resource utilization, budget-
ing, and organization and management will be included and will be viewed with respect
to their impact upon the seemingly more program-directed decisions.

Program Structure e
The program to be offered by the Boston regional officer will be structured with re-

spect to the general orientation presented in the two previous sections. Underlying the
structure is the notion that to speak about technology and decision-making is to speak
of neither technology nor decision-making separately. Instead it is to speak principally
of the extent to which they impinge upon each other and the implications of this im-

' That technology is as much procedure as it is machinery is not a new idea. Consider, for in-
stance, the definition proposed by the Presidential Commission on Instructional Technology:

[Instructional technology) is a systematic way of designing, carrying out, and evaluating the
total process of learning and teaching in terms of specific objectives, based on research in human
learning and commurtication, and employing a combination of human and nonhuman resources
to bring about more effective instruction.... This approach holds the key to the contribution tech-

. nology can make to the advancement of education. ,

Committec on Education and Labor. "To Improve Learning:: A Report to The President and
Thi Congress Of The United S.ates, t) S. Government Printing Office, Washington, D.C., 1970,
p.19.

2 One example of hoW such decisions may be more generally characterized is that due to Stuf-
flebeam which identifies the following four typ., of decisions: planninkd,ecisions,'structuring de-
cisions, implementing decisions, and recycling decisions.
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pingement upon the work of the schoolman. In a sense, therefore. it is the -and- that is

to be the topic of conversation and study.
More concretely, the structure of the proposed program has three' major com-

ponents, each of which centers on an aspect of the relation between technology and edu-

cational decisions.
Decisions due to technology. Because society is the context within which schools

functionbeing as they arc `institutions of societythe goals of the schools come
sooner or later to be affected by the trends, the concerns, and the prevailing forces in
society. Consequently one important problem facing schoolmen today is posed by the
question: -How does the presence of technology (computers) in society change what
ought to happen in schools?" Put as an assertion, as society is altered by the presence
of computers, education as preparation foil life in society must reexamine and refashion
its goals. Notice that this effect does not depend at all on whether or not scht)ols use

computers. or have them on their premises.
The importance of this issue is suggested by the fact that many people have come to

conjecture. about the specifics of the influence upon educational goals exerted by the
mere presence of computers in society. Among them one of the earliest thinkers to con-
sider these effects is Donald Michael, who opens an article on the subject by stating,
"Cybernation has an impact on the social context, and hence on the goals of educa-

tion." Later in this article he offers some specifics:

Because cybernation will,radieally change the work-force composition and the pur-
pose of work, education not only must assume the task of altering its goals and its tech-
niques for dealing with work but also it must develop a radically aifferent,capability to
educate for leisure.. To the extent to which cybernation provides more productivity, it
provides the opportunity for more leisure.'

What schoOlrnen must do, then, is "invent leisure roles, and then invent educative
means for inculcating them in both the younger and the older people who will compose
most oQhe working population." But, if leisure time is to be self-fulfilling, as Michael,

contends it must, then the schools have to find flays of helping students to develop the
technique for the "cultivation of self."

While such critics of Michael's position as Charles Silberman argue with his con,
elusions, few people would deny the premise from which he starts. In our proposed
program we will not defend Michael's pOsition, and it is presented here to serve as an
example only, Our/concern will be to consider the positions taken by various authori-
ties with respect to the effects upon educational goals of the presence of technology in
society and to grapple with the practical and immediate consequences of these positions.

Deeisions.ahout technology. In no Way is it controversial to assert that for some time

computers have played a usefttl role in educatidn. The compilation of school statistics,
the scheduling of classes and the 'assignmentof students, the production of pupil re-
port cards, the scoring and norming of tests, the creation and updating of pupil cumula-
tive recotds, and the maintenance of teacher personpel files are just some of the admin-
istrative chores being accomplished by computers.-,Mc cover, such administrative ap-
plications of the computer have been joined, in recent years, by potentially even more
useful applications in instruction and guidance. Increasingly students leave high school

not only having heard of computers but, as well, being able to write computer programs
to solve problems in mathematics or science, and no longer is it oracular to speak of
computer-based college finding systems for use by students and their guidance coun-
selors. Even when you discount the more ambitious,-expeepnentaland sometimes

poorly, conceived -- applications such as 'computer assisted instruction,' computer
managed instruction,' school managpment information syStenis ' and 'programming

3 Donald Michael. "Cybernation and*Changing Gcials in Education." In Donald Bushnell, Dwight
Allen, and Sara Mittel-, The Computer in American Education, John Wiley & Sons, ,New York,
1967, p. 3.

,

4 Ihid., p. S. .
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planning, budgeting systems,' still the computer's role in education remains and con-
tinues to expand.

Yet with all of this, rarely has the schoolman thought of the computer as an educa-
tional facility comparable to his library, his telex ision sets, and his language laboratory.
Until recently schools lacked both the money and the competence to use the computer,
and as a result, it has been such a scarce commodity on school campuses that to view it
as an educational facility would have been irrelevarit. No longer is this view irrelevant.
Indeed certain recent events now make it essential that. schoolmen begin to grapple
with the problems and issues associated with the establishment of a computer facility
within their schools.

Paramount-among these recent events are the substantial decrease in the cost of small
computer hardware coupled with the increase in community resistance to mounting ex-
penditures for outside data processing services. Throughout the country, school systems
have been receiving data processing services for.some time, and they. have considered
the costs to be relatively small when compared to what it would have "cast to do the job
themselves. But the advent of the small computer has changed this picture. leading
school boards and administrators to consider buying or leasing computers directly and
doing their own data processing. A recent survey'of New England.sehool districts in-
dicates that twenty-five percent of them spend between 20 and 100 thousand dollars a
year on computing activitiesexcluding personnel costsand fifty percent of them
have yearly expenditures for computing greater than $10,000. It used to be that this
was the range of the monthly expenditure required to rent a computer. Now, however,
these schools find that computers are available within their budgets and, thus, for a fair
number of school systems it has become quite reasonable to think of obtaining their
own computer hardware.

But, naturally, the more reasonable it becomes for schools to establish computer
facilities on their premises, the more crucial it is that schoolmen avoid the pitfalls as-

, sociatM a) with the evaluati&i and selection of hardware and software, and b) with the
application of computer, hardware and software within their educational programs. Be-
cause these two decision areas carry with them so many issues, so many options, and
so many implications, often the schoolniiin is inadequately equipped to perform an
adequate assessment. Yet the consequences of the wrong decision can be much worse
than those of no decision at all. In light of the imminence of the creation of computer
facilities in schools and the extent ,of the problems to face school administrators as a
'Atilt, the proposed program will examine systematically the two general aspects of a
school's decisions about computers.

Whether the concern is for the aspect of selection or of use of computers in schools,
many difficitit Issbes confroni the school administrator as he'attempts to assess mean-
ingful alternatives to his present practice. For instance, one reasonable alternative states
that were a school tolake over from a service bureau the chores of its own dati process-
ing, the money saved wouldallow the school to broaden its use of the computer or ex-
tend it into other areas. But what about the headaches of administering its own com-
puting center? or the frustrations of 'down-time' so characteristic of computers? or the
heavy burdens of local software development? or the opportunity costs? or the distrac-
tions from other, worthwhile educational innovations in the school? Perhaps these are
the true costs of such a reasonable alternative, and perhaps they become too great a
price to pay. To find out, the school must carefully examine these questions.

Then there is the problem of stbdent access. to the computer. Should it be m batch
,mode, allowing large numbers of shidents, faculty, and staff to use the computer in their
work? or should we acquire a time -tared computer, thereby limiting the users, yet in-
creasing the opportunity for immediate turn-around, on-line debugging, and the use of
interpretive computer languages? Are there educational reasons for the choice? Then,
whatever the choice, how will administrative and instruction demands compete for
computer time? What rules cid we use to deal with conflicting demands? Is one com-
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puter going to be enough? As you can see, this matterof settling on a compii ter facility
well suited to the needs of a school is, at best, complex and often mystifying to the
schoolman.

He cannot avoid these issues, however. Whatever the difficulties in these and other
problems as those associated with training teachers io use computers or developing
curricula and materials for instruction, he must face them, and it is our intention to
provide the participants the opportunity and the setting with which to face these issues.
Our concern will be with both the issues themselves and the procedures for addressing
them.

Decisions with technology. ideally, information is the link between computers and
decision' about educational programs in that information is the output of one and the
input of the other. One role of the computer in'education, therefore, is as a tool for ed-
ucational decision-making. Indeed, this role is potentially the most significant one com7
puters can play in education since, with computers properly used, the quality of in-
formation readily available to schoolmen is substantially greater than is otherwise
feasible. Because of this potential much of our effort will center on the computer as a
device for the enhancement of educational decisions.

At present, such an application of computers in education is difficult to find, al-
though the buimess community has long relied upon computers as a valuable tool in
decision-making. Thus drawing heavily upon the experience of business, and utilizing
specially-pre red, on-line comp ter systems tailored to educational program decisions,
the proposed program will deal ith the procedures and techniques of data access and
analysis ma e possible by the computer. The participants will gain first-hand expe-
rience not nly in program d a assessment but also in such areas as computer-sup-
ported b geting, resource as ssment, planning, projecting, and to Whatever extent
reasona, e, models can be constructed relating the school's input to student output.
The concern here will be not only With the theory of information processing as a com-
ponent (of decision-making about educational programs, but as well, with "hands-on"
experience and practice. Among the various computer programs to be made available
to participants are ones relating to simulated budgeting and planning models, enroll-
ment and affprojections, census data analysis, and staff and pupil personnel data re-
trieval and statistical summarization. These and similar systems will be used by partici-
pants in two modes: at first, individually, and then as components of an integrated man-
agement information system. As well there will be consideration of certain operating
information systems in usr in business and industry to determine their potential
relevance to schools.

Additional topics will include
a) the consideratiern of sonic of the latest developments it the application of com-

puters in education such as Seymour Papert's LOGO system or the work of Marvin
Minsky on getting machines to learn and to exhibit intelligence;

b) the investigation of the potential available when CATV and computers are com-
bined as it new tool for community-based education. The new computing device de-
veloped by Sanders Associates that makes this wedding possible, along with their no-
tion of distributive processing, will form the basis for this investigation in one of the
cities in which they are presently experimenting;

c) the investigation of the use of computers in non-educational settings such as in
Hospitals and airlines to consider possible analogues to educational uses.

Aside from these and similar activities, be a major concern of the program that
the participant become a literate reader and critic of the prevailing literature on com-
puter applications to education. In one respect, this is the most ambitious goal of the
prograni. Yet there is no doubt that without at least a beginning sense of the extent to
which writings about computers are either well-founded or fraudulent, there can be
little reason to expect that the sehoolman's future decisions concerning computers and
computing and their relation to educational programs will be properly fashioned.
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of Education, St. John',s, Newfoundland, assisted on the analysis of local salary sched-
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